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Purpose: The role of the mentor is central to a student’s successful transition to newly 
qualified teacher but the quality of mentoring within Initial Teacher Education is varied. With 
the rise of school-led routes, the mentor will play an even more significant role in the 
progress of student, and newly qualified, teachers. This research aims to find ways of 
improving the quality of the mentoring experience, for both mentors and mentees, and thus 
improve outcomes for all stakeholders in the process. 
Approach: I have undertaken this study as a researching professional. As an experienced 
teacher, and teacher educator, I bring an understanding of the pressures experienced by 
both mentors and student teachers. I have taken account of the current political context, 
mentoring discourse and have engaged with student teachers and mentors, working within a 
provider-led ITE partnership in the North East of England. Drawing on my experience and 
my research, I have been able to interpret, and synthesise, the experiences and views of 
student teachers and mentors, to draw conclusions about positive ways forward. 
Findings: My research identifies that some of our accepted practices contribute to the 
creation of contexts which do not support the mentoring process from the outset. It also 
identifies areas of tension, within the process, that we could alleviate. Some of these 
tensions are fostered, for example, by multiple understandings of the key terms used in 
everyday mentoring discourse. Meaningful preparation for the process is currently focussed 
on mentors which contributes to mentees not consistently taking active roles in the process, 
or responsibility for their own learning.  
Value: The findings led to the development of a conceptual framework to underpin a model 
mentoring, focussed on the mentee. The framework underpins small-step changes to foster 
improvement from within, empowering students to take responsibility for, and ownership of, 
specific aspects of the mentoring process. This would have a positive impact on a mentor’s 
ability to mentor a student teacher more effectively thus impacting upon a student’s 
progression and emotional wellbeing. The implementation of the framework would also equip 
newly qualified teachers with the skills and attributes of proactive mentees, ready to engage 
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Chapter One: Introduction 
 
Learning to teach is not a mere matter of applying decontextualized 
skills or of mirroring predetermined images; it is a time when one’s 
past, present and future are set in dynamic tension. Learning to 
teach—like teaching itself—is always the process of becoming, a 
time of formation and transformation, of scrutiny into what one is 
doing and who one can become. 
(Britzman, 2003, p31) 
 
The overarching area of the research has students making the transition to teacher at its 
centre, a complex process recognised as interactive, dynamic, and interpretive (Shaw, 
Dvorak & Bates, 2007). Students’ teaching experiences are considered to be the most 
influential aspects of an initial teacher education programme (Izadinia, 2016) which is where 
students make that transition. At the centre of the teaching experience is the relationship 
between a student and their mentor (Caruso, 2000). The specific area of this research is an 
exploration of students’ and mentors’ experiences of mentoring, in the context of provider-led 
initial teacher education. 
1.1 Rationale for Study 
 
The rationale for this project arose from my own experiences of working with student 
teachers for over 20 years. I was a teacher in primary and early years settings for 15 years. 
During that time, I mentored many student teachers who were making the transition to 
qualified teacher. I moved from working full-time as a teacher in a school to working part-
time there and also part-time as a teacher educator with a local authority SCITT (School 
Centred Initial Teacher Training) and then moved to being a full-time teacher educator at an 
HEI. I had had experience of being the school-based mentor and also the teacher educator 
who visited students on placement in the capacity of ‘link tutor’ i.e., the tutor who is the link 
between student, school and university. 
Across these roles, there were some specific aspects of mentoring which unsettled me, for 
example, the notion of ‘feedback’ that had always been a central aspect of the mentoring 
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processes that I had been involved in.  Fundamental to the mentoring processes I had 
experienced was the idea of students observing teachers teaching, being observed teaching 
themselves and then receiving feedback.  Having delivered feedback to students after 
observing them in a teaching role I noticed that they generally ‘sat quietly’ and listened 
passively, even when encouraged to respond. Students would be aware that they were 
‘guests in the classroom’ (Ward & Wells, 2003, p42) and perhaps the implicit message was 
that they should be passive. It was rare that I felt I had facilitated an opportunity for a ‘real’ 
conversation about their feedback which indicated to me that for some reason they felt 
unable to engage and be proactive. I often felt uneasy after feeding back to students and felt 
as though they had not truly verbalised their thoughts to me. Consequently, I was not 
convinced that I was being as useful for their professional development as I potentially could 
be, it was often as though they would not share with me what they were really thinking and I 
found this disquieting. This issue of students not engaging as effectively as they could had 
clearly been recognised beyond my experience as the purpose of Hudson’s (2013, p3) 
research was ‘to commence collating potential attributes and practices that may assist 
mentees to engage more effectively with mentor teachers when undertaking school 
experiences’.  
In addition to student teachers’ passivity there was also often an emotional response to 
feedback. Timostsuk and Ugaste (2010) had recognised that setbacks elicited strong 
emotional responses in students but I found that even when the feedback was positive 
students exhibited similar emotional responses. I assumed this was evidence of a student’s 
relief, demonstrating to me that formal feedback was potentially highly stressful for a student 
following an equally stressful period of observed practice with children. The emotional 
response often appeared as a surprise to the students and they were not aware that this was 
common, apologising profusely and clearly feeling embarrassed. Although Hudson (2013, 
p3) cited Le Cornu and Ewing (2008), Maynard (2000) and Monaghan and Lunt (1992) as all 
having uncovered evidence of students being worried about how they would interact with 
their mentors, my own experience suggested that, prior to placement, students were mostly 
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concerned by the practical aspects surrounding being on placement. Aspects such as what 
time to arrive in school, what constituted appropriate clothing and how much of the timetable 
they were expected to teach. It did not appear to me that students, prior to their first 
assessed placement, were expecting aspects of the mentoring experience to exert such 
powerful influences over their ability to maintain an emotional equilibrium. 
Gu and Day (2013, p25) suggested that resilience is an unstable construct which involves an 
ability to regulate emotions (Greenberg, 2006; Luthar & Brown, 2007) within a range of 
contexts. Students, because they were finding it challenging to regulate their emotions were 
demonstrating to me that their ability to be resilient was being challenged by aspects of the 
mentoring process. Experiences such as these were what led me to explore student/mentor 
relationships to illuminate mentoring practice and the unseen areas of tension that must be 
existing for those involved. I believed that effective mentoring should not be an aspect of 
learning to teach that challenged a student’s ability to maintain their capacity for resilience 
but should be an aspect which supported them in being able to maintain it. Furthermore, with 
my own practice being aligned with a constructivist approach, I believed that students 
needed to be in a position where they had a voice and could proactively engage with their 
own learning, with a view to them becoming ‘autonomous and agentic’ (Hobson, 2016) in 
their developing practice. 
My thoughts were in line with those of the Organisation for Economic Co-operation and 
Development: 
The quality of teaching is determined not just by the ‘quality’ of the 
teachers—although that is clearly critical—but also the environment 
in which they work. Able teachers are not necessarily going to reach 
their potential in settings that do not provide appropriate support or 
sufficient challenge or reward. 
 (OECD, 2005, p.9) 
 
I believed that providers and mentors were certain that they were indeed supporting their 
student teachers but I was not convinced that this support was the most appropriate support 
if we were clearly challenging students’ capacities to be resilient to this degree. Given that 
my role as a teacher educator was to maximise my students’ progress then it stood to 
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reason that, having identified an area of concern, it was my responsibility to address it. Thus, 
my decision to investigate the mentoring process was with the aim of effecting positive 
change in my own practice and practice that I was directly involved in. This put me into the 
position of being a ‘researching professional’ (Wellington & Sikes, 2006, p725), in 
accordance with Stenhouse (1975, p142) who asserted that ‘it is not enough that teachers’ 
work should be studied: they need to study it themselves’. This assertion resonates with Carr 
and Kemmis’ (1986, p162) definition of action research as ‘simply a form of self-reflective 
enquiry undertaken by participants in social situations’ with the purpose of:  
• Improving practice 
• Improving understanding of practice 
• Improving the situation in which the practice takes place. 
 
Finally, and in relation to the previous points, it is important to acknowledge the work of 
Gage (1989) where he reminded us that the end concern of educational research, aside 
from the philosophical position it takes, is a moral obligation to ensure that positive outcomes 
for children are ensured. It is a perspective that I held to strongly and the aim of research 
that focussed on supporting student teachers would also impact upon the learning and well-
being of the children whom they taught.  
1.2 Establishing the Context 
 
Hobson et al (2009) reported that, since the 1980s, mentoring came to play a more 
prominent role in supporting the early professional development of teachers. Since that time 
the mentoring relationship continued to become increasingly important as initial teacher 
education (ITE) underwent a shift due to the clear political agenda (DfE, 2016) of moving it 
out of the institutes of higher education (HEI) and much more into the hands of schools 
where an ‘apprenticeship approach’ would naturally be more dominant. As described by 
Mansell (2013), university courses training England's next generation of teachers had the 
number of places, for which they received government-funding, cut dramatically in the 
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autumn of 2012, as the coalition government at that time embarked on a restructuring, with 
the aim of training more teachers ‘on the job’ (DfE, 2017) in schools. The education 
secretary at that time, Michael Gove, wanted greater emphasis on students learning about 
teaching in schools (Mansell, 2013). In July 2012, Gove announced a significant expansion 
of School Direct, the government's main vehicle for funding teacher training through schools, 
with a subsequent cut in the number of places funded through universities. Under School 
Direct, students applied to a school or group of schools. Schools typically worked with a 
university, which provided the more academic elements of the training, for example, such as 
learning theory and critical analysis of the political agenda with reference to research. The 
government’s White Paper, Educational Excellence Everywhere (DfE, 2016), made their 
intention at that time to continue to ‘continue to move to an increasingly school-led ITT 
system’ (DfE, 2016a, p28) explicit as illustrated by the following statement: 
Since 2010 we have encouraged the shift towards a school-led ITT 
system, with schools taking greater responsibility for all aspects of 
teacher training from the selection and recruitment of candidates to 
the design and delivery of training programmes. 
DfE (2016a, p29)  
 
Even before the publication of the government’s 2016 White Paper, School Direct was 
poised to expand from 300 to more than 6,000 places in September 2013, with university-led 
provision at that point falling by 7%, from 28,000 to 26,000 (Mansell 2013). However, by 
2017 the School Direct programme was training over 10,000 new teachers (DfE, 2017, p29). 
In addition to the rise of School Direct, and the introduction of the Troops to Teachers (DfE, 
2013) route, another school-based route, Teach First was founded in 2002 with 197 
participants in 2004 and over 10,000 participants by 2017 (Teach First, 2017). At the same 
time, The National College for Teaching and Leadership (2017) published guidance for 
providers about yet another new route into teaching, the ‘postgraduate teaching 
apprenticeship’, a school-led initial teacher training route that combined paid work with on- 
and off-the-job training, qualifications, and progression. It allowed candidates to train to 
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become qualified teachers and was available to trainees starting in September 2018 (NCTL, 
2017). 
Subsequently, the growth of school-led providers was significant and for the first time, in 
2016, over half of trainee teachers were being trained through school-led routes (DfE 2016a, 
p29). Alongside the shift to school-led ITE provision, there was evidence of the role of the 
HEIs being proactively eroded. When the DfE stated that ‘A group of experienced schools 
and teachers have led the design of this postgraduate teacher training course [postgraduate 
teaching apprenticeship]’ (DfE, 2017), the indication was that no HEIs were involved in the 
design of this programme. This, therefore, suggested that the government at that time 
believed that institutes of higher education were increasingly irrelevant to the education, or 
training, of beginning teachers. If the selling points of school-led and university-based 
courses were considered it was again possible to see which routes to teaching were 
preferred by the government and therefore which routes would expand. The very labels of 
‘university based’ and ‘school led’ subliminally reinforced the government’s stance with 
‘based’ carrying connotations of ‘being still’ and ‘led’ of moving forwards. The DfE (2017) 
stated that ‘On a school-led training course, you’ll get the chance to learn on the job in at 
least two schools, learning from experienced colleagues.’, this is clearly a sentence with 
persuasive undertones; ‘you’ll get the chance’, ‘to learn on the job’, ‘from experienced 
colleagues’, ‘in at least two schools’. This same sentence could equally be used to describe 
university-based training but instead that was simply described as ‘teacher training courses 
for both graduates and undergraduates. If you want your teacher training to be based at a 
university, this is the option for you.’ (DfE, 2017). This description used no attractive or 
enticing language to persuade a potential candidate to apply or to suggest that this route 
might have had any value over the other; it gave no indication of why a candidate might 
benefit from university-based training. Given the introduction of such school-based routes 
into teaching, which applicants were being steered towards by the government, then the role 
of the school-based mentor was becoming increasingly significant in terms of a student’s 
successful transition to being a qualified teacher. 
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At the same time, the Teaching Schools Council, at the behest of the Secretary of State for 
Education, developed a set of non-statutory national standards for school-based initial 
teacher training mentors (TSC, 2016). A request for such a set of standards must 
demonstrate that the role of the mentor was deemed not only to be important but that 
mentoring practices at that time varied and were recognised as being inconsistent in quality. 
This study has the potential to enhance that set of standards. 
Seven years after the government’s explicit shifting to school-based ITT routes, and three 
years after the introduction of the mentor standards (TSC, 2016), the messages regarding 
the importance of school-based mentors were underlined further. The DfE’s (2019c) revised 
ITT Core Curriculum referred to the importance of ‘receiving clear consistent and effective, 
mentoring’ throughout the document, defining that as: 
Receiving structured feedback from expert colleagues on a particular 
approach – using the best available evidence – to provide a 
structured process for improving the trainee’s practice 
(DfE, 2019c, p5) 
Although the role of the school-based mentor was highlighted as fundamental, the use of the 
word ‘receive’ still featured repeatedly in the revised ITT Core Curriculum documentation.  
The opportunity to work to engage mentees in aspects of the mentoring process was not 
acknowledged by the DfE which still supported a mentoring practice which adhered to the 
original meaning of the term whereby the status quo needs to be maintained and the mentee 
is put into a passive position. It was clear therefore that the role of a school-based mentor 
would continue to be a significant element of initial teacher education and training, as 
confirmed by Ofsted (2020a) in their ‘Building great teachers?’ report; ‘The evidence also 
suggests that in-school mentors are a critical factor in supporting the practical 
implementation of the ITE curriculum’. 
 Ofsted (2020b), in their draft initial teacher education inspection framework, subsequently 
proposed that the mentoring process would continue to form part of their inspections, as they 
‘know that mentoring is vital in high-quality teacher education’. The importance of mentoring 
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was further underlined by its inclusion in the Early Career Framework (DfE, 2019b) for 
teachers, a framework introduced by the government to underpin ‘an entitlement to a fully-
funded, two-year package of structured training and support for early career teachers linked 
to the best available research evidence’ (DfE, 2019b, p4). Consequently, mentoring was 
recognised as pivotal, not only to the success of those people making the transition to 
teacher, but also to the development and sustained progress of newly and recently qualified 
teachers. However, what constitutes effective mentoring was not made explicit and the 
implicit messages about the process was that it could be ‘delivered’ to the mentee. There 
was a general consensus that mentors were fundamental to a student teacher’s success and 
that student teachers needed to be supported but what ‘support’ actually meant was not 
made explicit and so was still open to interpretation by all of those involved in the process. 
The acknowledgement of the importance of the school-based mentor’s role, coupled with the 
rise in school-led routes, meant that the value of the school-based mentor was greater than 
ever and so there was a need to ensure that mentoring practices were as effective as 
possible.  It is this undertaking to which the study aims to contribute. 
1.3 Changes in the Concepts of Mentoring 
 
The term ‘mentor’ originates from Homer’s ‘The Odyssey’ (Cochran-Smith and Paris cited by 
Smyth, 1995, p181). Mentor is entrusted with the household when Odysseus sets sail for 
Troy and to take care of his son Telemachus. Mentor persuades, directly instructs, and takes 
over when necessary, ‘to keep the household intact’. This style of mentoring works to ensure 
that things ‘stay the same’, the status quo is upheld and the boat is not rocked. In the context 
of teaching, this would mean that a style of practice would be copied by a mentee so that 
there was minimal disruption to a class of children. There would be limited opportunity for a 
student teacher to impact upon their mentor’s practice and so the assumption must be that it 
would be inconceivable that a mentor could learn anything from a mentee. Lofthouse and 
Thomas (2014, p219) referred to the work of Kochan and Pascarelli (2012) who described 
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differing paradigms for mentoring to categorise the typical mentoring processes.  The 
paradigms they proposed were: 
• ‘traditional’ which transmitted the existing cultures and behaviours 
• ‘transitional’ which allowed for the development of creativity or 
innovative practice 
• ‘transformative’ which would enable beliefs and routines to be 
questioned to allow for a consideration of how things might be 
rather than an assertion of how they are  
Cochran–Smith and Paris (cited by Smyth, 1995, p187) asserted that mentoring is about the 
‘the joint work of more and less experienced teachers rather than the delivery of knowledge 
from one to another’. This style of mentoring, aligned with a constructivist’s stance, would 
necessitate that students would have a proactive role to play rather than a reactive role. 
There would be space, for example, for joint ventures and the social construction of 
knowledge. There is clearly a mentoring style spectrum with Homer’s Mentor at one end and 
Kochan and Pascerelli’s (2012) transformative paradigm at the other. The DfE (2016, p7) 
defined a mentor as 
a suitably-experienced teacher who has formal responsibility to work 
collaboratively within the ITT partnership to help ensure the trainee 
receives the highest-quality training.  
As an aside, it should be noted that what constituted as ‘suitable experience’ was not made 
clear. Consequently, the definition could be referring to experience of teaching, rather than 
experience of mentoring, this will be reflected upon within the literature review chapter. 
However, as this definition implies that the ‘trainee’ would be ‘in receipt’ of ‘training’; a co-
construction of knowledge is not a feature of this understanding and it would seem that 
school-based mentors were being encouraged to mentor in the style of Mentor ‘to keep the 
household intact’. This approach is not surprising as the mentoring of student teachers takes 
place ‘in workplace cultures that are largely performative’ (Lofthouse and Thomas, 2014, 
p202) and consequently mentors would be taking a risk by allowing student teachers to 
employ what they might not consider to be the tried and tested teaching strategies. This did 
resonate with some of my own experiences of working with students on placement and 
listening to students’ experiences of being mentored, in post-placement tutorials, in that 
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opportunities for students to implement their own ideas seemed to have diminished across 
time.  
 
1.4 Impact of Mentoring on Establishing a Professional Identity 
 
Students are ‘vulnerable’ whilst out on placement in that they are very much the novice in an 
‘expert’ environment and I would suggest that their professional identity is particularly fluid at 
this point as they observe other practitioners, are mentored and work to find their place. My 
personal experience suggested that students aspired to be the sort of teacher that their 
mentor expected them to be and that this often changed from mentor to mentor. In this way 
a student would often replicate the kind of teaching persona of their mentor to a) ensure 
continuity of experience for children and b) because of the perception that such a nominal 
conformity would sustain the status quo and give the student chances of the best possible 
mark. For example, Volkmann and Anderson (1998) examined the professional identity 
formation of one beginning science teacher. They found that this teacher’s images of 
teaching conflicted with more generic expectations of what makes a professional teacher. 
These generic expectations being (1) feeling like a student while being expected to act like a 
teacher, (2) wanting to care for students while being expected to be tough, and (3) feeling 
incompetent in her knowledge [subject knowledge] while being expected to behave like an 
expert. For a student teacher ‘the most obvious and important transition is the change from a 
relative novice into a knowledgeable, skilled participant of a discipline’ (Hussey and Smith, 
2010, p157). Erikson (1968) suggested that identity is not something one has but something 
that develops during one’s whole life according to the various social contexts we find 
ourselves in. This was supported by Gee (2001) who continued to describe it as an ongoing 
process, a process of interpreting oneself as a certain kind of person and being recognized 
as such in a given context. The fluid nature of the concept of self-identity is evident as 
‘identity is shifting, unstable and multiple’ Rodgers and Scott (2008, p733).  
There are certainly particular balances of power at play in the student/mentor relationship for 
example, in the assumption that the student will need to accept the mentor’s feedback as 
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objective and fair and that questioning of that feedback may result in the evaluation of the 
student as being challenging to the mentor. Student teachers are expected to work towards 
achieving the Teachers’ Standards (DfE, 2011), in order to be recommended for QTS, and 
Standard 8 states that they must respond to advice and feedback in order to improve their 
practice. My feeling was that students felt that they had to respond ‘positively’ to advice and 
feedback or they would be at risk of being seen as a ‘difficult student’. Daloz (1986) stated 
that if support is low and challenge is high, a novice teacher will withdraw from learning. The 
balance of power is crucial at this point in that targets set by a mentor after feedback may be 
thought to be achievable but unless the student feels empowered they will not feel in a 
position to contribute to their own target setting and be confident that the level of challenge is 
not too high. 
In Sewell’s (2008, p41) advice to student teachers, he encouraged each to ‘consider yourself 
to be an active partner, responsible for your own learning and shaping your own progress’. I 
was not convinced that students often felt allowed, or encouraged, to be an active partner, 
particularly in their initial placements. On those placements, students would be given access 
to their mentors’ weekly plans and would construct their own individual lesson plans for 
those. The implication of this was that the student teachers would be told what to do and 
how to do it, the bits left to them to plan would be the minutiae, the practical aspects of 
sourcing resources as the ‘big ideas’ would already have been decided upon. For a student 
to be able to try out their ideas they would need to feel trusted by their mentors, however, if 
they were perpetually told what, and how, to deliver then the implicit message would be that 
they were not trusted to make their own decisions about ways forward. Stanulis and Russell 
(2000) identified trust and communication as important in effective mentoring which has 
implications for the formation of the most constructive relationships between mentor and 
student. They realised  
that unless we are also willing to expose our own vulnerabilities, we 
unconsciously engage in behaviours that safeguard our privileged 
positions ... The construct of mutual mentoring that we propose 
works against privileged positions. 




I believed that an illustration of this was the fact that, in my experience, mentors did not often 
encourage students to question feedback about their own practice but this would be a useful 
way forward in the mentoring process, in alignment with the views of Stanulis and Russell 
(2000, p79) who went on to argue that:  
We believe that reforming our actions necessitates a stance that truly 
embraces the philosophy that each participant brings their own 
expertise and experience to learning about teaching, and that in 
various instances all are mentors and all are learners. We also 
believe that we play a crucial role in helping to open dialogue, but to 
do so in a way that can truly honour each voice in the conversation. 
This is a tricky position to imagine, but one we believe is necessary 
in order to truly create a caring environment that is both supportive 
and challenging: one where teachers, students, and university 
educators together learn from each other. For it is only as mentoring 
becomes mutual and shared that equity can be achieved among all 
participants. 
 
1.5 Importance of Study 
 
The quality of mentoring within ITE is varied (Hudson & Hudson, 2018), a point underlined 
by the first aim of the National Standards for school-based initial teacher training mentors 
(TSC, 2016), namely: ‘to foster greater consistency in the practice of mentors’. As stated 
earlier, the role of the mentor is central to a student’s success in the transition to teacher 
(Caruso, 2000). As it must be even more significant in longer periods of school-based 
experience, and with the rise of school-led routes, ‘then the quality of mentoring practices 
has become ever more important’ (Lofthouse, 2018, p250).  Newly Qualified Teachers, who 
were comfortable with their own emerging professional identities, with experiences of a 
positive mentoring process, would be predicated towards displaying those attributes required 
to enable professional learning, and demonstrate the subsequent learning behaviours and 
cultures of Lofthouse’s (2018) practice development-led model, aligned with Kochan and 
Pascerelli’s (2012) transformative paradigm of mentoring.  As early career teachers they 
would be in a stronger position to engage proactively with the mentoring available to them as 
part of the ECF (DfE, 2019b) and make a positive impact upon their own emotional 
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wellbeing, professional development and their institution’s growth. They would be more 
prepared to mentor others in a similar vein with the ultimate result of improving outcomes for 
children. In addition, retention of teachers in England is problematic (House of Commons, 
2018), effective mentoring could be instrumental in teachers feeling able to stay in the 
profession, as described by Hobson (2016, p88): 
beginner teachers who are mentored are less likely to leave the 
profession (Ingersoll and Kralik, 2004)[2]. However, unless 
appropriate conditions for mentorship are created, mentoring can be 
ineffectual and even harmful. Hence, some studies have found that 
mentoring can stunt beginner teachers’ professional learning and 
development (PLD) (Feiman-Nemser et al., 1993; Ling, 2009), bring 
about anxiety and stress, and contribute to mentees’ decisions to 
leave the profession (Beck and Kosnick, 2000; Maguire, 2001) 
 
 
1.6 Research Aims 
 
In summary, the study aimed to: 
• explore the mentor-student relationship within assessed school-
based placements on a University-based ITE provider’s (University 
X) Initial Teacher Education Programmes, in the northeast of 
England 
• identify and explore the features of what students, and school-based 
mentors, perceive to be effective mentoring 
• identify the barriers to effective mentoring 
 
• develop a conceptual framework, emerging from the data, which 
would underpin a model of mentoring to support students in the 
mentoring process and in turn support mentors in achieving ‘mentor 
standards’ (TSC, 2016) 
The conceptual framework (Figure 32, p218) was constructed after exploring the mentor-
student relationship within assessed school-based placements on University X’s Initial 
Teacher Education Programmes. The features of what students, and school-based mentors, 
perceived to be effective mentoring were identified, explored and the barriers to effective 
mentoring clarified. In identifying the barriers to effective mentoring, the study illuminated 
potential areas for tension and the conceptual framework was designed to alleviate some of 
those. This built on the work of Hudson and Hudson (2018, p19) who said that ‘attempting to 
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pinpoint where tensions occur in mentoring relationships may assist to more effectively 
target those areas prior to commencing professional experiences.’ The study’s findings 
directly informed the construction of the conceptual framework, designed to target those 
identified areas of tension prior to students embarking on their placement experiences.  
 
1.7 Research Questions 
 
In order to address the study’s aims the following two key research questions were initially 
identified which framed the research: 
• What happens when students are mentored? 
• How do mentors support students in becoming effective 
teachers?  
After two initial focus group discussions, with students, a second set of research questions 
were developed to explore the specific themes emerging from that first wave of data 
collection: 
• What do mentors and students perceive to be effective support 
for students making the transition to teacher? 
• What do mentors and students understand about the role of the 
mentor? 
• What do mentors consider to be the desirable attributes of a 
mentee? 
• What do students consider to be the desirable attributes of a 
mentor? 
• What aspects of the mentoring process do students and mentors 
find challenging? 
• What do students do to ensure that the mentoring experience is 
positive? 
 
1.8 Original Contribution to Knowledge 
 
The key original contribution to knowledge, made by the study, is the Conceptual Framework 
to Underpin a Model of Mentoring (Figure 32, p218). The study also added to the body of 
knowledge of areas of tension within mentoring relationships in ITE, for both mentors and 
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mentees. Consequently, the outcomes of this study will be relevant to student teachers, 
school-based mentors and teacher educators, whether school or university-based. 
It had been recognised, prior to the study, that there are possibilities for tensions to occur 
within the mentor–mentee relationship during school-based professional experiences that 
require problem solving (Hudson and Hudson, 2018; Izadinia, 2016). My own experiences 
resonated with this recognition when, for example, I encountered unexplained emotional 
responses from students to aspects of the mentoring processes. As stated earlier (p22), my 
study built on the work of Hudson and Hudson (2018) who researched areas of tension 
identified by mentors but acknowledged that a next step was to examine areas of tension 
identified by mentees. These specific areas of tension were illuminated by my research and 
subsequently addressed in the proposed framework, to improve the process, for all 
participants. 
The study’s findings indicated that some fundamental terms, used freely within mentoring 
discourse (e.g., ‘experience’ and ‘support’), are not clearly defined and are consequently 
open to interpretation to all participants of the process. My research highlighted that multiple 
understandings of what constitutes ‘support’, the ‘role of the mentor’ and the ‘role of the 
mentee’ were the source of developing tensions in a mentoring relationship. These areas of 
tension could be alleviated if the participants’ expectations of the process were shared from 
the outset. This is an example of a previously unidentified barrier to effective mentoring. Now 
that it has been identified we can work to address the need for shared understandings of the 
language used in our mentoring discourse. 
The conceptual framework, informed by the analysis of the data, underpins a model of 
mentoring to support students in the mentoring process. My research had also illuminated 
that University X’s mentoring practices were still largely ‘Traditional’ with ‘Transitional’ 
elements (Kochan and Pascarell, 2012). Subsequently, the student teachers were not 
effectively prepared to take a proactive role in their mentoring relationship. Thus, my model 
sat behind Figure 9: Lofthouse’s (2015, cited in Lofthouse, 2018) practice development-led 
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model for individual professional learning and institutional growth through mentoring, 
providing a stepping-stone from embedded traditional and transitional mentoring practices to 
those of a transformative nature.  At University X, mentoring preparation was focussed on 
the mentors. This fitted with a traditional style of mentoring (Kochan and Pascarelli, 2012) 
where the mentee is a passive recipient within the process. Hobson et al. (2016, p8) had 
suggested, as an area for development for some of the mentoring schemes profiled in their 
study, that preparation activities could be provided for mentees. These would be designed to 
help mentees make the most of mentoring, and to have realistic expectations of the process. 
Subsequently, one of the conclusions to their study of mentoring across the professions, was 
that mentoring would 
tend to be more effective, and have a greater positive impact on 
mentee, mentors and organisations where … there are training and 
development opportunities for mentees [emphasis in original] 
(Hobson et al., 2016, p14) 
 
My conceptual framework provides development opportunities for mentees. To facilitate the 
shift from a traditional style of mentoring to one which is transformative in nature, mentees 
need to be empowered. There is consequently a need to re-position the preparation focus to 
include the mentees to a much greater degree. This will enable them to be a driving force in 
the mentoring process, working in a collegial style together with their mentors. As this study 
illuminated aspects of challenge, for mentors and mentees, it was then possible to design a 
framework which targeted these areas with the aim of pre-empting these before they began 
to emerge in a placement experience. 
In turn, my conceptual framework will support mentors, assisting them in meeting, and 
exceeding, the ‘mentor standards’ (TSC, 2016), improving the quality of the mentoring 
experience for all participants and developing their wider practice. For mentors to 
understand how to support a student, on their journey to teacher, as effectively as possible 
they need to have an awareness of how it is to be mentored in today’s climate. Conversely, 
mentees need to be aware of how it is to be a mentor in today’s performative school culture. 
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In this way mentors and mentees will be better prepared to support each other in the 
process. By describing and explaining what happens during the mentoring process, from 
participants’ perspectives, a clearer understanding of what it is like to mentor, and be 
mentored, has been developed. This developed understanding is central to the resulting 
conceptual framework. 
To summarise, my study’s contribution to knowledge is the specific identification of areas of 
tension in the mentoring process, as experienced by the participants, these have informed 
the resulting conceptual framework. The framework works to empower mentees and to 
enable them to take a more proactive role in the process, impacting positively on their ability 
to engage in transformational practice, both as mentees and as future school-based 
mentors. 
 
1.9 Thesis Structure 
 
Chapter Two, a review of the literature will follow the introduction, and definitions of key 
terms used in the study. The initial focus of Chapter Two is the context of mentoring, within 
the field of provider-led ITE, to foreground the study. The role of the mentor is then 
considered which highlights the complexities of this multi-faceted role. Once the background 
and the nature of the role itself has been addressed then participants’ expectations of each 
other, and the process, are examined. This will then allow for a comparison, later in the 
thesis, with the lived experiences, arising from the data collected. As the study is looking to 
identify potential areas of tension then an examination of the key complexities and 
challenges of the process, already identified in the literature, was conducted. At this point, a 
range of models of mentoring, in existence from 1988 onwards, were considered in the light 
of the context of ITE. These models are on the mentoring model paradigm spectrum 
(Kochan and Pascarelli, 2012) from traditional models, based on notions of apprenticeship 
(O’Hear, 1988; The Hillgate group, 1989) to those which are transformative in nature 
27 
 
(Lofthouse, 2018). Given that the study’s ultimate aim was to construct a conceptual 
framework to underpin a model of mentoring, it was necessary to examine the models for 
mentoring which are already in existence so that the study was able to work towards adding 
to the body of knowledge, rather than replicating it. The chapter is brought to a close with a 
synthesis of the ideas discussed, to suggest potential ways forward. 
Chapter Three, dealing with the study’s methodology follows. In section 3.4 
Conceptualisation of the Methodological Approach (p105) I use a model (Figure 13, p107) to 
assist in clearly articulating my stance and approach to the project. Figure 1 below 
represents a synopsis of the research design and methods to then be discussed within the 
methodology chapter, in section 3.8 Synopsis of the Research Design and Methods (p121): 
Figure 1: Synopsis of the research design and methods 
 
 
My ontological stance was anti-foundationalist, being aligned with the understanding that 
not all social phenomena are directly observable; structures exist that 
cannot be observed and those that can may not present the social 
and political world as it actually is 
(Marsh and Smith, 2001, p530) 
 
Given that what I came to know what I knew, at the outset of my project, was based on my 
interpretations of my own experiences then my epistemological stance was interpretivist. My 
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ontological and epistemological stances supported a post-positivist paradigm which 
underpinned my desire to not only illuminate and understand what was happening, within the 
mentoring process, but also to offer an explanation, leading to informed ways forward. 
To gather a broad and balanced perspective of the mentoring process I gathered students’ 
views, using a survey as a data gathering tool, from two initial teacher education cohorts. 
One cohort being undergraduates and the other post graduates. I used focus group 
discussions, as data gathering tools, with two groups of school-based mentors. 
Given that I was a ‘researching professional’ there were particular ethical considerations to 
be taken account of, associated with ‘insider research’, these are discussed throughout the 
methodology chapter.  
The presentation and initial discussion of data constitute Chapter Four. Arising themes are 
discussed in turn, and the chapter is brought to a close with participants’ suggestions for 
ways forward. Where helpful, the arising themes in that chapter are preceded by a visual 
representation of the appropriate data. This aims to make particular aspects of rafts of 
unwieldy data more accessible to the reader. 
In Chapter Five the findings are discussed further and synthesised, to foreground the 
development of the conceptual framework. The literature is revisited here to critically situate 
the resulting framework, within the existing models. In doing so, the concluding chapter of 
the study will be contextualised effectively. 
Finally, Chapter Six, the conclusion, brings the threads together. The concluding chapter 
makes explicit how the study’s aims and the research questions were addressed. The 
significance and implications of the findings are considered before making explicit the 
study’s contribution to knowledge, the most significant contribution being the Conceptual 
Framework to Underpin a Model of Mentoring see Figure 32 (p218). Limitations of the 
framework and the study are considered with implications for further research bringing the 




1.10 Definitions of Key Terms 
 
1.10.1 Coaching 
‘The terms ‘mentoring’ and ‘coaching’ are used differently across different cultures, 
professions and settings’ (Lofthouse, 2019) so consequently there is space for different 
understandings of both terms. In this piece the term mentoring includes a mentor’s potential 
use of coaching. In line with Hobson et al (2016, p2) my understanding is that coaching 
would be an aspect of mentoring, with a tighter focus. ‘Coaching tends to have a narrower 
remit [than mentoring] relating to specific areas of performance and learning outcomes’ 
(Jones, 2015, p294) and is usually ‘considered as being more about personal professional 
development’ (Lofthouse, 2019). An area of commonality shared by coaching and mentoring 
is that they have the potential to allow for appropriate spaces for professional conversations 
(Lofthouse and Thomas, 2017). Given this, the term mentoring is used, in this piece, to 
encompass mentors’ potential use of coaching. 
1.10.2 Initial Teacher Education and Student Teachers 
My stance is aligned with that of Lofthouse (2018, p249) when she said: 
The terms initial teacher “training” (ITT) rather than ITE and 
“trainees” rather than “student teachers” are now routinely adopted in 
England. While there is no standard way of defining ITT compared to 
ITE, some people (myself included) do believe that the language of 
training rather than education is potentially reductive. In this paper, I 
will use the term student teacher to include those referred to as 
trainees in England and “pre-service teachers” or “interns” in other 
international contexts, and also ITE (rather than ITT) 
 
1.10.3 Link Tutor 
The link tutor is a university member of staff who has the responsibility of being the ‘link’ 
between the student teacher, mentor, school hosting the placement and the university. The 
link tutor also has a quality assurance role and undertakes activities such as jointly 





1.10.4 [School-based] Mentor 
The mentor is a school-based colleague who works in the school hosting the student 
teacher’s placement. As defined by the DfE (2016, p7) the mentor is ‘a suitably-experienced 
teacher who has formal responsibility to work collaboratively within the ITT partnership to 
help ensure the trainee receives the highest-quality training’ 
 
1.10.5 Mentoring 
In this research project the definition of ‘mentoring’ used is Hobson’s (2016, p89): 
a one-to-one relationship between a relatively inexperienced teacher 
(the mentee) and a relatively experienced teacher (the mentor), 
which aims to support the mentee’s learning, development and well-
being, and their integration into the cultures of both the organisation 
in which they are employed and the wider profession 
 
This builds explicitly on earlier definitions such as ‘the support given by one (usually more 
experienced) person for the growth and learning of another, and for their integration into and 
acceptance by a specific community’ (Malderez, 2001, p. 57). The significant addition in 
Hobson’s definition is the explicit reference to the need to support a mentee’s well-being. 
 
1.10.6 Provider 
The provider is an institute of higher education (HEI) which runs provider-led Initial Teacher 
Training (ITT) (DfE, 2019d). 
 
1.10.7 Teacher Educator 
The teacher educator is a university lecturer who teaches students whilst they are engaged 






Chapter Two: Literature Review 
 
Using Hart’s (2018, p14) working definition of a literature review as an ‘analysis, critical 
evaluation and synthesis of existing knowledge relevant to your research problem’ the focus 
was narrowed from initially searching for literature around the overarching theme of students 
making the transition from student to teacher to literature which specifically addressed the 
study’s aims, introduced earlier in 1.6 Research Aims (p22) and replicated here as a 
reminder: 
• explore the mentor-student relationship within assessed school-
based placements on a University-based ITE provider’s (University 
X) Initial Teacher Education Programmes, in the northeast of 
England 
• identify and explore the features of what students, and school-based 
mentors, perceive to be effective mentoring 
• identify the barriers to effective mentoring 
 
• develop a conceptual framework, emerging from the data, which 
would underpin a model of mentoring to support students in the 
mentoring process and in turn support mentors in achieving ‘mentor 
standards’ (TSC, 2016) 
The chapter opens with a consideration of the wider context of mentoring within ITE, to 
situate the aims of the study effectively. This establishes a shared understanding of the 
specific context of mentoring within ‘provider-led ITT’ (DfE, 2019), the context in which the 
research is located. Once the understanding of the wider context is established then the 
range of understandings of the role of the mentor are analysed and evaluated. That, coupled 
with an examination of the expectations of the mentoring experience, from the perspectives 
of both mentors and mentees, will address the aim of ‘identify and explore the features of 
what students, and school-based mentors, perceive to be effective mentoring’. At this point, 
barriers to effective mentoring which have already been identified in mentoring literature are 
explored. As one of the study’s aims is to develop a conceptual framework, to underpin a 
model of mentoring, it was necessary to research mentoring models which were already in 
existence. Consequently, the final theme is a scrutiny of a range of models of mentoring 
which appeared in mentoring literature. Most of these models were in the field of ITE but 
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some from other areas were drawn upon. Looking beyond the field of ITE highlighted 
aspects of mentoring which were inherent in ITE structures, due to the context and 
requirements peculiar to that area. It was seen that this particular context and ITE’s 
requirements construct distinct barriers to practitioners in the field from making use of 
aspects of good mentoring practice in other areas. The chapter concludes with a speculative 
look to the future, synthesising existing knowledge in the light of the Early Career Framework 
(DfE, 2019b), towards the development of a conceptual framework to underpin a model of 
mentoring, the study’s final aim. 
2.1 Context of Mentoring within ‘provider led ITT’ (DfE, 2019) 
 
Mentoring is a strategy that is used in the school-based education of student teachers (DfE, 
2016; Izadinia, 2015; Lofthouse, 2018; Mackie, 2018) with a student teacher being 
understood to be a person who is still enrolled on a teaching programme and is not yet a 
qualified teacher. In the context of ITE, mentoring takes place during school-based 
placements where student teachers (mentees) are placed with classroom teachers ([school-
based] mentors) to help them in making links between theory and practice and to develop 
their teaching skills (Ambrosetti et al., 2014). Across the placement, the mentor oversees the 
mentee and their development during that time. Mentoring in the ITE context is a 
relationship, formally arranged, where student teachers are placed with school-based 
mentors with whom they usually have had no prior experiences (Ambrosetti et al., 2014). 
The ITE provider arranges the placement with the host school and the host school would 
place the incoming student teachers with their mentors. A member of staff within the school, 
usually the ‘ITE co-ordinator’, would have overall responsibility for the student teachers in 
school.  This process appears straightforward but the fact that securing school placements 
for student teachers is often difficult (Lofthouse, 2018) signals initial tensions before the 
mentoring relationship is even established. If it is difficult to secure a placement for a student 
teacher then it must follow that some schools are ‘persuaded’ to take students on placement 
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and therefore individual teachers must also be persuaded to mentor a student teacher. 
Teachers are pressed for time, as indicated by the Government’s explicit drive to reducing 
school workload (DfE, 2019e). They will be acutely aware of the time it takes to mentor a 
student teacher and so it is understandable that they may not come forward to volunteer for 
the role. It would subsequently be hard for a class teacher to approach the mentoring 
process positively if they felt that they had been either, at best, persuaded to take on the role 
or, at worst, directed to. It must also be uncomfortable to be mentored if you are able to 
sense that your mentor had not fully embraced the role. 
 Once a student is placed in a school then that placement can be task orientated and the 
mentor teacher, on behalf of the provider, usually assesses the student teacher’s 
performance (Lofthouse, 2018). There is evidence (Clutterbuck, 2004; Hobson and 
Malderez, 2013) which suggests that a mentor being responsible for the assessment of the 
mentee compromises the mentoring relationship as it works against the construction of a 
pro-mentoring context (Hobson, 2016). Given that the mentor is usually required to assess 
their mentee then the role of mentor often involves a supervisory role (Hobson and 
Malderez, 2013), where a mentor will often assign a grade to the student teacher’s 
performance during the placement. This arrangement, where a mentor is also responsible 
for assessing a student, clearly also creates a challenging context for the development of a 
trusting relationship between a mentor and a mentee where, for example, a mentee could be 
open in sharing their perceived areas for development and in seeking support. 
The school-based placement generally occurs for a block period, of up to ten weeks. 
Traditionally, during the placement it is expected that student teachers engage in activities, 
required by the teacher education programme, such as observing and reflecting as well as 
planning and teaching. In this situation, as described by Ambrosetti (2014, p227) student 
teachers would typically: 
• observe their mentor teacher and watch them teach, interact with 
pupils, parents and other staff, organize and manage the 
classroom and pupils; 
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• develop learning experiences for pupils which are implemented 
within the professional placement classroom; 
• experiment with teaching strategies and approaches; 
• interact with the pupils within the classroom; 
• engage in discussions that focus on teaching strategies, the 
pupils in the classroom and feedback; and 
• reflect on learning experience implementation. 
 
Student teachers at the beginning of their teaching programme may engage in tasks such as 
observing and teaching small groups of pupils, whereas a student teacher who is nearing the 
end of their programme will engage to a greater degree in planning and teaching more 
independently as well as managing the classroom and the pupils. The mentoring process is 
clearly intense given the amount of work to be done with the need for mentoring around 
these tasks and then subsequent competencies to be observed. In addition to mentoring a 
student through, and supervising, this list of tasks the progress of the children cannot be 
hindered. A mentor has an immediate dual responsibility and a potential conflict of interests. 
I would suggest that this process is particularly intense within the context of Primary ITE 
where a mentee and a mentor would be spending significant periods of time together with 
one class of children. The stakes must be particularly high in a primary setting for both the 
mentor and the mentee, as the role is usually taken by one member of staff and it is the 
same class of children who are being taught by the student teacher. It becomes clear that it 
is crucial for a positive working relationship to be established between the student teacher 
and the class teacher, to ensure progress for that one class of children is maintained. 
Considering the Teachers’ Standards (DfE, 2011, p10) student teachers, in England, in 
addition to working against that list of competencies, are expected to work within a 
framework where: 
Teachers make the education of their pupils their first concern, and 
are accountable for achieving the highest possible standards in work 
and conduct. Teachers act with honesty and integrity; have strong 
subject knowledge, keep their knowledge and skills as teachers up-
to-date and are self-critical; forge positive professional relationships; 




This moves beyond a list of activities which a student teacher may be engaged in to 
encompass how a student teacher should ‘be’ (Stephen, 2010) on placement. The mentor 
would not only need to engage with what their mentee needs ‘to do’ but how they need ‘to 
be’. The impact of this for a mentee is that often a mentor will be commenting on personal 
aspects of their very being, aspects such as their use of body language and spoken 
language, in addition to their ability to teach; we know that receiving personal feedback can 
be damaging for an individual depending on how that feedback is handled by the giver 
(Timostsuk and Ugaste, 2010, p1566). The impact for the mentor is that they might find 
themselves in the uncomfortable position of giving a difficult message to a student. 
From considering the broad Primary ITE mentoring context within this study sits it is 
immediately clear that there are aspects which contribute to an ‘anti-mentoring context’ 
(Malderez, 2015). The significant aspects that might foster tension within the process from 
the very outset being related to: 
• a lack of schools and teachers proactively seeking to mentor, perhaps related to 
school and teacher workload issues or to the pressure to maintain their children’s 
progress 
• the challenge of a mentor also being the assessor 
• the number of tasks to be undertaken by the student teacher, all of which require a 
level of mentoring and in many cases, supervision and assessment by the mentor 
• a mentor not only being responsible for the progress of the student teacher but also 
being responsible for the progress of the children who are working with the student 
teacher 
• a mentor having to guide a student in how ‘to be’ in addition to what ‘to do’ and 
subsequently having to deliver feedback related to personal attributes, not just a 
student’s practice 
2.2 The Role of the Mentor   
 
For a student teacher ‘the most obvious and important transition is the change from a 
relative novice into a knowledgeable, skilled participant of a discipline’ (Hussey and Smith, 
2010, p157). To make the successful transition from ‘student’ to ‘teacher’ a student is 
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mentored whilst in schools practising their teaching (Ambrosetti (2017); DfE (2016); Hobson 
et al. (2009); Lofthouse (2018)). 
The term ‘mentor’ originates from Homer’s ‘The Odyssey’ (Cochran–Smith and Paris cited in 
Smyth 1995, p181). Mentor is entrusted with the household when Odysseus sets sail for 
Troy and also to take care of his son, Telemachus. Mentor persuades, directly instructs and 
takes over when necessary, ‘to keep the household intact’. This perception of mentoring is 
interesting because its prime concern is to make sure those things ‘stay the same’, the 
status quo is upheld and the boat is not rocked. The skills of an effective mentor needed 
here are those which would ensure the status quo and so the ability to persuade, directly 
instruct and to know when to take over are skills which would help to ensure that the mentee 
followed directly in the footsteps of the mentor and adopted the same behaviour or 
approach. Birrell (2013) suggests that a mentor should facilitate the qualities in their mentee 
of open mindedness, being comfortable with revealing uncertainty, asking questions and 
instigating change and that these are qualities that we would want to see in mentees. This 
view clearly does not subscribe to the notion of needing to keep things the same in an 
organisation. This does contrast directly with the original meaning of the term where the 
desirable attributes of a mentor would not elicit the desirable qualities which Birrell would 
look to promote in a mentee. Malderez (2001, p57) defines mentoring as ‘the support given 
by one (usually more experienced) person for the growth and learning of another, and for the 
integration into and acceptance by a specific community’. Hobson et al. (2009, p207) expand 
upon Malderez’s understanding with their definition of mentoring being ‘the one-to-one 
support of a novice or less experienced practitioner (mentee) by a more experienced 
practitioner (mentor)’ in order ‘to assist the development of the mentee’s expertise and to 
facilitate their induction into the culture of the profession’. Although both definitions assert 
that the mentor would be the more experienced in the relationship Hobson et al. (2009) 
recognise the mentee as already having some expertise and therefore someone with 
potential to contribute something new. If a mentee’s experience is recognised then this 
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suggests that this is something to be valued and that the mentee would have something to 
contribute to the mentoring process. It should be appropriate for a mentee to be encouraged 
to demonstrate their skills and attributes by using their initiative in practice which in turn may 
well, by its very nature, instigate some organisational change. The idea of potential change 
is supported by Hudson (2013, p774) who suggests that ‘mentoring necessitates clear 
articulation of expectations and practices, as well as providing the mentee with various 
viewpoints about teaching.’ If different viewpoints were provided then the implication would 
be that the mentee should be able to select which viewpoint is more closely aligned with 
their pedagogy rather than teach in ‘one way’ to keep the status quo intact. The potential for 
a mentee to influence future practice in an organisation is clear. This relies on a mentor 
being receptive to new ideas and being open to the suggestion that they might further 
develop their own practice as the result of the mentoring process. This further development 
would not be restricted to aspects associated with becoming a more effective mentor but 
also related to aspects of their own teaching practice. If a mentor is not open to change 
within their own practice then the original apprenticeship model of mentoring would naturally 
be adopted. Consequently, mentoring in that context would involve persuasion, direct 
instruction and knowledge about when to take over, to ensure continuity. This would keep 
the mentoring process trapped in the bubble of that singular mentoring relationship, not 
allowing it to drive any change in practice.  
2.3 Initial Expectations of the Mentoring Experience 
 
At the heart of the teaching experience is the relationship between mentor teachers and 
student teachers (Caruso 2000). The process of student teachers being mentored, whilst on 
placement, is well established (Lofthouse, 2018). Since the early 1990s students have spent 
two thirds of their initial teacher training programmes in schools, being supported by 
practising teachers who take the role of mentor (Hobson et al, 2009). In April 2014, the 
Secretary of State for Education asked Sir Andrew Carter to undertake an independent 
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review of initial teacher training (ITT) (Carter, 2015).The Carter Review of Initial Teacher 
Training (Carter, 2015, p3) which ‘champions the role of the school-based mentor, who is 
clearly essential for successful school-led ITT’ subsequently made 17 recommendations 
including: 
Recommendation 12: DfE should commission a sector body, for 
example the Teaching Schools Council, to develop some national 
standards for mentors. These would be used for self-evaluation and 
would not be mandatory. These would be designed to create a 
shared understanding of good mentoring. 
(Carter, 2015, p6) 
The ‘National Standards for school-based initial teacher training (ITT) mentors’ were 
subsequently published by the DfE in 2016 in an effort to create that shared understanding 
of a mentor’s role and to ‘bring greater coherence and consistency to the school-based 
mentoring arrangements for trainee teachers’ (DfE, 2016, p3). Although welcomed as an 
acknowledgement of the importance of the role of the mentor in a student’s transition to 
teacher the guidance was overdue. A decade earlier there was evidence that mentors 
demonstrated a range of types of interaction with their mentees from highly supportive to 
laissez-faire which contributed to the quality of outcomes for students (O’Brien and Goddard, 
2006). This was confirmed to still be the case within mentoring practice at the time when the 
mentors’ standards (TSC, 2016) were published, Manning and Hobson (2017, p1) stated 
that there was still evidence of ‘distinct discrepancy between the perceptions of mentors and 
mentees regarding the nature of the mentoring experience’. An explicit shared 
understanding of the role of the mentor would equalize mentors’ and students’ expectations 
of what it means to mentor and to be mentored and work to alleviate those areas of tension 
(Izadinia, 2016) arising from the mismatches in understanding. It also needs to be 
considered that as the mentors’ standards (TSC, 2016) were non-statutory then there would 
be no insistence that they were adhered to by mentors. At best the mentors’ standards 
(TSC, 2016) would be read by a mentor but by making them non-statutory their importance 
would not be fundamentally communicated to school-based colleagues struggling to mentor 
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effectively (Jerome and Brook, 2020) in their performative work culture (Lofthouse and 
Thomas, 2014). 
The ‘National Standards for school-based initial teacher training (ITT) mentors’ (DfE, 2016, 
p10) comprised of four separate yet related standards for mentors:  
Standard 1 - Personal qualities 
Establish trusting relationships, modelling high standards of practice, 
and empathising with the challenges a trainee faces. 
 
Standard 2 – Teaching 
Support trainees to develop their teaching practice in order to set 
high expectations and to meet the needs of all pupils. 
 
Standard 3 – Professionalism 
Induct the trainee into professional norms and values, helping them 
to understand the importance of the role and responsibilities of 
teachers in society. 
 
Standard 4 – Self-development and working in partnership 
Continue to develop their own professional knowledge, skills and 
understanding and invest time in developing a good working 
relationship within relevant ITT partnerships. 
 
The guidance is clear, straightforward and, on the surface, makes transparent the role of the 
mentor and consequently what can be expected of a school-based mentor by a mentee. 
However, the process of mentoring is clearly not as straightforward as it would appear from 
the DfE’s (2016) guidance. As ‘mentoring relationships are conceptualized as close 
relationships that occur along a spectrum from highly functional to highly dysfunctional, with 
most occurring in between’ (Gormley, 2008, p45) then they are inherently complex. 
Clutterbuck (2004) talks about mentoring being a holistic role which requires the skills and 
attributes of a counsellor, guide, networker and coach; giving an indication of the role’s 
complexity. The suggestion that the role of the mentor is straightforward sets up both 
mentees and mentors to fail unless the associated variables happen to be conducive to a 
positive mentoring experience.    
 It is generally accepted that most trainees go through several different stages during their 
school- based training. Furlong and Maynard (1995, pp41-42) proposed five stages: 
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Stage 1: Idealism 
Students are often highly idealistic before training begins 
 
Stage 2: Survival 
Feeling as though there’s just too much to cope with and remember 
 
Stage 3: Dealing with Problems 
The focus for reflection will depend on the challenges faced 
 
Stage 4: Plateauing 
Becoming complacent 
 
Stage 5: Moving on 
 
Before training begins, at Stage 1, students are often highly idealistic thus it is in this frame 
of mind that students will approach meeting their initial mentors. Students will have looked at 
the set of standards for mentors outlined above and these would contribute to their 
expectations of their forthcoming experience of the mentoring process. Consequently, 
students would be expecting their experience of being mentored to be straightforward and 
positive. The standards for mentors are not set out in a way which encourages a reader to 
make links between them and looking at the guidance, the complexities of the mentoring 
process are not immediately obvious. As an example of the mentors’ standards appearing 
straightforward, they stipulate that a mentor needs to ‘invest time’ in the process. However, 
there are several competing school demands on a mentor which would affect their actions 
(Valencia, Martin, Peace and Grossman, 2009) which a student teacher embarking on 
placement would not be immediately aware of. In addition to expecting their mentors to have 
time for them, students would also be idealistic about how mentors would be with them. 
According to O’Brien and Christie (2005) mentees look for both professional and personal 
qualities in their mentors, they expect to be mentored by an experienced teacher who will 
nurture, advise and encourage them in the practical aspects of learning to teach. In terms of 
the professional qualities looked for, there is scope for confusion around the term 
‘experienced’. According to the DfE (2016, p7) ‘A mentor is a suitably experienced teacher’ 
but it is not clear if this means being experienced as a mentor or as a teacher. If the 
experience cited as being needed is that of being a teacher then there is surely an 
assumption by the DfE that the skills needed to mentor are those which every teacher will 
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possess. There are clearly transferable skills between teaching and mentoring, for instance, 
teachers may often model processes to their pupils and model practice to their mentees. It 
does not necessarily stand, however, that an experienced teacher is an effective mentor 
(Evertson and Smithey, 2000) as there are skills which are distinct to mentoring. Mentoring 
is a profession within a profession (Lofthouse and Hall, 2013) is about much more than 
passing on the day-to-day practicalities of the role of the teacher, ‘mentoring relationships 
can be powerful and life-changing events in people’s lives’ (Hansman,2003, p14), so it 
cannot be left to assumption that all experienced teachers possess the necessary skills to 
mentor effectively.  
At the outset of their training students cannot be fully aware of the pivotal role their 
relationship with their mentor will have on their transition from student to teacher. As Stanulis 
and Russell (2000) identified trust and communication as being integral to a successful 
mentoring relationship then Standard 1, which is concerned with ‘Personal Qualities’, might 
be the fundamental standard to address as it potentially underpins the remaining three and 
will impact significantly upon the success of that relationship. The pragmatic aspects of 
placement, as acknowledged by Hudson (2013, p3), are straightforward to impart to both 
students and mentors as this is information sharing, there is little requirement for any depth 
of thought or reflection. However, careful consideration needs to be given to preparing 
students and mentors to engage in trusting relationships and effective communication as 
these elements are cited as crucial to a successful process. Initially, students can be 
primarily concerned with being inducted into the professional norms of the school where they 
are placed and about the practical knowledge needed in preparation for a placement in that 
setting (e.g. what clothes to wear, timings of the working day) perhaps in an effort to ‘fit in’ as 
soon as possible.  Perhaps because students are largely idealistic at the outset (Maynard 
and Furlong, 1995) they do not think critically about how the relationship with their mentor 
might develop or what the impact of that relationship might be on their training. The 
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apparently straightforward mentor standards (TSC, 2016) would only cement this initial 
perception by a student embarking upon a placement for the first time. 
Mentors also have expectations of the mentoring process. They look for particular desirable 
attributes in their mentees; enthusiasm for teaching, being personable for relationship 
building, commitment to children and their learning, being lifelong learners, being able to 
reflect on constructive feedback, having the capability to be resilient and taking responsibility 
for their learning (Hudson, 2013). It does not seem from Hudson’s (2013) research that 
mentors are looking for expertise in a mentee at the outset but that they are looking for 
mentees to have the attributes which will help them learn how to be an effective teacher. 
When students embark on placement they work to meet the expectations of what makes a 
professional teacher. They face constant dilemmas such as; feeling like a student while 
being expected to act like a teacher, wanting to care for pupils while being expected to be 
tough, and feeling incompetent in their subject knowledge while being expected to behave 
like an expert (Volkmann and Anderson, 1998) yet it does not appear that this is really what 
mentors expect of them initially. Mentees may perceive that mentors are looking for different 
things, such as expertise, to those identified above by Hudson (2013) and so it would be 
important to share expectations explicitly at the outset to avoid the mismatches of 
expectations which can foster tension in the relationship (Izadinia, 2016).  
As the student embarks on their placement they will need to know how their mentor teachers 
define a professional mentoring relationship and what expectations they have (Izadinia, 
2016, p388). Initially students may well be making assumptions about professional 
expectations and how the mentoring relationship will be, based on the standards for mentors 
(TSC, 2016). However, as mentoring is an interpersonal process, each of the individuals 
determines the development of the relationship and the outcomes achieved (Ambrosetti et 
al., 2017). This adds both a personal and emotional dimension to the guidance (TSC, 2016) 
which, on the surface, appears straightforward, particularly to the idealistic student. Unless 
the mentor is explicit with the student in sharing their personal understanding of the role of 
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the mentor the student will naturally rely on their own perceptions and the published 
guidance which may or may not reflect fully the mentor’s perception of the role. 
2.4 Key Complexities and Challenges of the Mentoring Process  
On reviewing the literature around mentoring in ITE some key complexities and challenges 
became evident. It became clear that ‘Judgementoring’ (Hobson and Malderez, 2013) was a 
particular feature of the accepted overarching structure of mentoring within ITE (Lofthouse, 
2018), where the mentor is responsible for assessing their mentee. However, this is 
problematic in establishing open and trusting relationships between the participants 
(Clutterbuck, 2004; Hobson & McIntyre, 2013). Giving and receiving formal feedback is a 
central aspect of a judgementoring structure as students assessed by a mentor would 
expect to know how they had performed, in order to know what their mentor was looking for 
in their next episode of teaching. Although students value feedback, and view it as essential 
to their progress (Beck & Kosnik, 2002; Christensen, 1988), several challenges were 
apparent in terms of what feedback is given (Daloz, 1986) and how it is given (Timostsuk & 
Ugaste, 2010). The notion of a mentor being responsible for assessing their mentee clearly 
indicates that the mentor holds the power in the relationship (Hudson, 2016). It was also 
noted that there appears to be little value attached to the mentee’s potential contribution 
(TSC, 2016) to the relationship and this must further contribute to a mentee’s feeling of 
unimportance and impotence. The power dynamic, within the mentoring relationship, has a 
significant impact on how the relationship is established and developed. Ultimately, within 
such a powerful relationship there are significant challenges associated with how a mentee 
could establish their own professional identity (Oliver, 1991). The complexities and 
challenges identified seemed to centre around an implicit need to maintain existing practice 




2.4.1 ‘Judgementoring’ (Hobson and Malderez, 2013) 
 
Although we know that mentoring is a ‘familiar practice’ (Lofthouse, 2018, p250) in the 
training of teachers there are apparent contradictions in understandings of the term. 
Ambrosetti et al (2017, p43) noted that the terms mentoring and supervising are used 
interchangeably, this is not helpful as: 
a mentoring approach differs to a supervisory approach in that 
mentoring provides supportive, but challenging learning opportunities 
for the preservice teacher to develop their professional selves 
through reflective practices. 
(Ambrosetti et al., 2017, p43) 
However, as mentors take responsibility for assessing students on behalf of the ITE provider 
(Lofthouse, 2018, p250) then mentoring in the ITE context incorporates supervisory 
elements. A mentoring approach should cater for a mentee’s needs and learning 
opportunities should be negotiated between the mentor and the mentee, a supervisory 
approach is task focussed and couched in assessment (Ambrosetti, 2017). However, as the 
familiar practice of mentoring is indeed couched in assessment then the mentor is 
supervising the student. Bradbury and Koballa (2008) recognised that the opposing tensions 
of the roles within mentoring can put mentors and student teachers into confusing and 
untenable positions. In addition, as we know that ‘understanding roles through clear 
expectations can assist mentees to engage more purposefully in schools’ (Hudson, 2013, 
p3) then misunderstanding roles must hinder students from being able to engage 
purposefully. The vocabulary around the role seems to have changed from ‘supervisory’ 
(The Hillgate group, 1989; O’Hear, 1988) to ‘mentoring’ (TSC, 2016) but what happens 
within that role seems to have remained largely the same across three decades, as mentors 
still supervise and assess their mentees. Clutterbuck (2004, p13) defined mentoring as ‘Off-
line help from one person to another in making significant transitions in knowledge, work or 
thinking’, ‘off-line’ meaning that the mentor could not be a mentee’s line manager. In a 
relationship where one has power over the other then the agenda followed is more likely to 
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be that of the power holder, and supervisor, as we might see in Homer’s original ‘Mentor’. In 
2013, Hobson and Malderez identified a particular type of institution-based mentoring 
practice, apparent in the teaching profession, which was termed ‘judgementoring’ and they 
defined this as: 
a one to one relationship between a relatively inexperienced teacher (the 
mentee) and a relatively experienced one (the mentor) in which the latter, in 
revealing too readily and/or too often her/his own judgements on or evaluations 
of the mentee’s planning and teaching (e.g. through ‘comments’, ‘feedback’, 
advice, praise or criticism), compromises the mentoring relationship and its 
potential benefits.  
Hobson & Malderez (2013, p.90) 
Hobson et al (2016, p13) stated that judgementoring compromises the mentoring process as 
there is no ‘safe space’ where mentees may speak openly without feeling that this may 
reflect on them negatively or be perceived as a ‘black mark’ (Hobson & McIntyre, 2013). 
Mentees might find it problematic to share what they perceive to be an area of weakness to 
seek support but instead might even try to disguise this area to hide it from their mentor 
(Hobson, 2016). If the mentee is being mentored by the person who is also responsible for 
assessing then there is a distinct possibility that the mentee would be inclined to mimic the 
mentor’s practice under the assumption that this is the practice most approved of and 
therefore that which would attract the most positive feedback and grade. In conversations 
about practice it would be difficult for a student to articulate their pedagogy if it was different 
to that of their assessor for fear of this affecting any subsequent outcomes or appearing 
critical in any way. The DfE’s (2016, p7) mentor definition describes the functional role but 
gives no indication as to how the role would be effectively carried out, there could be multiple 
approaches which could be covered under its umbrella and therefore how to do it effectively 
is open to interpretation. The DfE’s (2016) definition did not explicitly acknowledge that, in 
teaching, the mentor is often responsible for judging the mentee’s performance as indicated 
by Hobson and Malderez (2013) but the implication is clearly there. Being judged and 
mentored by the same person may not encourage any development of practice but rather 
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the emulation of the mentor’s practice and ultimately maintenance of the status quo in the 
setting. These are ideas which will be explored further in the Models of Mentoring section. 
2.4.2 Giving and Receiving Feedback 
 
The challenges surrounding clear communication would be inherent within any feedback 
given by the mentor to the mentee. Studies by Beck and Kosnik (2002) and Christensen 
(1988) found that student teachers had high regard for feedback and viewed it as an 
essential part of the placement experience. Antonek, McCormick & Donato (1997) identified 
reflection as a key component associated with the concept of self; by speaking about the self 
it stands to reason that there has to be a certain level of reflection. To then develop the self 
as a teacher Antonek et al. (1997) emphasized the need to develop reflective skills and the 
students should allow these reflections to impact upon their future practice. A mentor 
observing a student and in a position to feedback is in an excellent position to help develop 
those reflective skills in a novice teacher as they discuss the student’s practice but the 
added responsibility of assessing the student will affect how honest the student may feel 
they can be during these sessions (Hobson et al, 2016).  Daloz (1986) states that if support 
is low and challenge is high, a novice teacher will withdraw from learning. It is crucial 
therefore that any feedback given needs to be supportive and the challenges which are then 
set are appropriate and achievable. The balance of power is crucial at this point in that 
targets set by a mentor after feedback may be thought to be achievable but unless the 
student feels empowered they will not feel in a position to contribute to their own target 
setting and be confident that the level of challenge is not too high. 
The way in which feedback given is critical, as it is apparent that feedback can often elicit a 
highly emotional response from a student; for example, Timostsuk and Ugaste (2010 p1566) 
found that some students experienced setbacks that caused a strong emotional response. 
Their negative emotions were especially strong if they did not completely understand the 
reason for failure e.g. negative feedback from supervisors who criticized shortcomings 
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without any reason being given as to why the student was perceived as at fault. This 
underpins the necessity for mentors to be trained in the giving of feedback not only to ensure 
that it is effective in supporting a mentee to progress in their practice but to ensure  that it 
does not work to damage the mentoring relationship. Du Toit (2006, p53) suggests ‘In order 
to develop self-awareness the individual must have access to honest feedback’ which is 
necessary but this feedback needs to be delivered in a particular way which looks to 
maintain the mentee’s self-esteem. In addition, for a mentee to value a mentor’s feedback 
the mentee must respect their mentor (Garvey et al., 2018, p129) which underlines the need 
for the formation of a positive relationship from the outset. 
Stanulis and Russell (2000) identified trust and communication as important in effective 
mentoring. This has implications for not only the general development of the most 
constructive relationships between mentor and student but in turn for feedback. They 
realised (2000, p78) ‘that unless we are also willing to expose our own vulnerabilities, we 
unconsciously engage in behaviours that safeguard our privileged positions’. Perhaps a 
useful way forward in a mentoring process would be for a mentor to invite feedback from 
their student about their own practice. An openness to receiving constructive feedback, in 
addition to a willingness to provide it, is clearly part of a two-way relationship (Rush et al,. 
2008, cited in Hudson, 2013). This approach would necessitate the need for mentors to be 
confident in articulating their own practices and beliefs, be willing to discuss these and 
ultimately be prepared to be challenged about their practice. This small act would remind 
mentors of how it is to receive feedback and allow that to impact upon their own practice. 
2.4.3 Valuing a Mentee’s Contribution 
 
According to the DfE (2016, p7) a mentor would ‘help ensure the trainee receives the 
highest-quality training’. The use of the word ‘receives’ within the definition is particularly 
important to note as it suggested that the trainee is ‘a vessel to be filled’ rather than an 
active participant who may have positive things to offer either the process or the 
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organisation. ‘Receiving’ training does not require any level of discussion or contribution 
from the mentee but instead would require the mentee to listen, take note and do things in a 
prescribed way, in sympathy with a supervisory approach (The Hillgate Group, 1989; 
O’Hear, 1988). This was in direct contrast with the views of Cochran–Smith and Paris (in 
Smyth, 1995, p187) who believed that  mentoring was about the ‘the joint work of more and 
less experienced teachers rather than the delivery of knowledge from one to another’.  The 
implication here was that mentees have a proactive role to play rather than a reactive role; 
there would be space, for example, for joint ventures and the social construction of 
knowledge. The mentee would have some status in a relationship such as this and their 
abilities would be valued as it would be recognised that they could bring something to the 
venture, rather than just be the recipient of the mentor’s expertise.  
 It needs to be recognised that many students enrol on a teacher training programme having 
already worked in previous contexts where they had particular responsibilities. If we assume 
that the success of the mentoring relationship lies entirely with the mentor then we negate 
any previous experience the mentee might have and put them into a passive role 
immediately.  Reinforcing this notion, the standards for mentors (TSC, 2016) made explicit 
the need for the mentor to establish trusting relationships and empathise with the challenges 
a trainee faces (DfE, 2016, p11). At no point was there any reference to what the mentee 
might bring, the guidance was based around how the mentor might impart their knowledge 
effectively. This was in sharp contrast to the understanding of a mentoring relationship being 
a complex interpersonal process (Hobson et al., 2009). As there was no acknowledgement 
of what the mentee might or might not bring to the relationship, the success of a mentoring 
relationship again seemed to be placed within the remit of the mentor. This would only serve 
to reinforce the assumption that the mentor was the instrumental participant in the mentoring 
process who had something to offer. It would seem, therefore, that we are missing the 
opportunity to consider what a mentee can bring to the process, in not doing this a mentee’s 
skills and attributes are not appreciated or utilised effectively, this renders them unimportant.  
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2.4.4 Establishing and Maintaining the Relationship  
 
We know that the mentee/mentor relationship is central (Caruso, 2000) to student teaching 
experiences, which are in turn considered the most influential components of a teacher 
education programme (Izadinia, 2016). It therefore follows that for a student to be as 
successful as possible within their placements then their relationship with their mentor also 
needs to be as positive as possible as soon as possible. The DfE (2016, p7) acknowledged 
that schools have a role to play in supporting both mentors and students by creating and 
fostering a positive environment in which mentors and students are able to fulfil their 
professional expectations. In addition to mentors establishing trusting relationships it is 
imperative that mentees learn how to develop positive relationships in this context as 
‘positive relationships are pivotal for advancing any organization’ (Hudson, 2016, p41) and it 
does not seem reasonable, or possible, for the responsibility for the creation of a positive 
relationship between two people to lie with just one of them. Bottoms et al. (2013) found that 
it is advantageous for newly qualified teachers to make strong ties with their mentors, which 
would give them access to their mentors’ resources and information. Krackhardt (1992) 
suggested that strong ties are founded on three factors: (a) affection, (b) interaction, and (c) 
time. Krackhardt (1992) asserted with regard to time, the longer the relationship between two 
individuals, the stronger their bond but this must only be the case if the mentor/mentee 
relationship is positive, I would suggest that if the relationship is not positive that the longer it 
is maintained then the more destructive it could become and so it is imperative to get this 
relationship right from the outset. The willingness of each participant to engage (Hobson et 
al., 2009) would impact upon the initial stages in the development of the mentoring 
relationship. Some studies have also suggested that successful mentoring is particularly 
dependent on the ‘willingness’ to be mentored on the part of the student teacher (Roehrig, 
Bohn, Turner & Pressley, 2008) which reinforces the need for student teachers to be 
empowered in being proactive within the process. Interestingly, the standards for mentors 
(TSC, 2016) did not make any mention of the importance of a mentor being willing to take up 
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the role, instead they talk about mentors being ‘selected’ by senior leaders within schools. In 
this scenario the way is laid clear for a ‘top down’ approach where a mentor is needed and 
subsequently selected rather than it being seen as a role which a member of staff may feel 
they are suited to and which they wish to work towards. Again, an idealistic student might 
enter placement thinking that a mentor is willing to host their placement but in fact this is 
often not the case, given that even securing a school placement can be challenging 
(Lofthouse, 2018) then a mentor can be given a student teacher when they are not 
proactively seeking one. As Garvey et al (2018, p126) state that ‘coaching and mentoring 
are essentially voluntary in nature’ then being given a student teacher would not be 
conducive to a mentor having a positive stance at the outset of the process. 
At the early stages of placement, student teachers can clearly lack confidence, are 
intimidated by the challenges they face every single day and second-guess their abilities and 
the decisions they make (Izadinia 2016). In addition to the strong need student teachers 
have for learning how to teach, they need constant encouragement and emotional support to 
overcome feelings of self-doubt and create a positive image of the teacher they want to be 
(Izadinia, 2016). The literature suggests that the presence of a close emotional connection 
between mentor and mentee leads to better outcomes, including feelings of self-worth 
(DuBois and Neville, 1997; Parra et al., 2002). However, Beech and Brockbank’s (1999 in 
Garvey et al. (2018, pp127-128) research surrounding power, knowledge and different 
understandings of mentoring within mentoring relationships in the NHS described mentees 
rejecting the closeness of a relationship as ‘typical embarrassment of a child who is over-
nurtured by an over-involved parent’. Izadinia (2016) also reflected that every comment a 
mentor teacher makes could leave a deep impression on a student’s attitudes and 
perceptions about who they are as teachers and who they want to become which underlines 
the necessity for mentors to know and understand their potential impact upon a student’s 
developing professional identity. Being in an environment where student teachers do not feel 
safe to open up, are intimidated by the judgements of their mentors and are constrained by 
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power relationships creates silence on the student’s part (Patrick, 2013). Such silence due to 
communication problems seems to be common during placement (Albers and Goodman 
1999) and given that Izadinia (2016) found that the three main components of a good 
mentoring relationship identified by mentors and mentees were encouragement and support, 
open communication and feedback then this silence is something which could cause a 
fundamental challenge to the development of a positive mentoring relationship.  
As typically the mentor/mentee have had no previous interaction with one another 
(Ambrosetti et al., 2017) then they must work quickly to form that positive professional 
relationship, to ensure the most successful outcome. The traditional mentoring model of an 
experienced teacher mentoring a student teacher is still the most common form of mentoring 
(Ambrosetti et al., 2017). Within that model there are inequalities of power at play (Martinovic 
and Dlamini, 2009) so it would be challenging for a student teacher to be proactive in taking 
a lead in creating that positive professional relationship. If we define power as ‘the ability to 
get someone to do something that they do not particularly want to do’ (Jackson and Carter, 
2000, p76), and we know that mentors are the more powerful participant, then it is 
understandable that the student teacher would be more likely to wait for the mentor to set 
the scene for how that relationship might work. However, this behaviour could be perceived 
by a mentor as a student being reluctant to engage. Beutel and Spooner-Lane (2009) 
explicitly asserted that the success of a mentoring relationship lies with the skills and 
expertise of the mentors. Building on this idea, Hudson (2016, p31) identified that ‘Obstacles 
to successful mentoring relationships mainly involve a mentor’s lack of support for the 
mentee, poor interpersonal skills, and inadequate time for two-way dialoguing.’. As Hansman 
(2003, p150) stated, ‘mentoring is a socially constructed power relationship, and the power 
that mentors have and exercise within mentoring relationships can be helpful or hurtful’ to 
the mentee. Hudson (2016, p40), when he reported that ‘the mentor holds the power within 
the mentor–mentee relationship, especially as the mentor is employed and can dismiss the 
mentee from the class with good reason’ went beyond consideration of a power imbalance. 
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Stating that the mentor ‘holds’ the power implies that the mentee actually has no power. 
Given that the relationship’s power is weighted so heavily towards the mentor, from the 
outset and throughout the process, then a mentee would find it difficult to find the right place 
for themselves in this developing relationship and establish a proactive role. The distinct 
power imbalance would explain why a student may default to a passive role and whilst an 
experienced and willing mentor might recognise the potential cause for this uncertainty, a 
mentor that has not entered into this willingly or is inexperienced may misinterpret this 
behaviour as an unwillingness to engage. Consequently, we see how there is potential for 
the construction of a passive recipient in the mentee, due to the power held by their mentor. 
The relationship could be naturally intense and, in addition, as Birrell (2013, p129) describes: 
‘Mentors and mentees work within a social dimension where situations, personalities and 
other factors affect the process.’ It is therefore important that mentors recognise the 
influence of the power dynamic within the relationship and the impact of the social dimension 
upon the process. It also needs to be acknowledged at this point that, as Mcauley (2003, 
p12) commented, ‘power, control and resistance are inextricably intertwined’ within the 
mentoring relationship and a mentee’s resistance could be an area of friction in the 
relationship. Indeed, Feldman (1999, p247) asserted that ‘protégés, as much as mentors, 
contribute to the interpersonal dynamics that result in dysfunctional outcomes, and that 
mentors, as well as protégés, are hurt by these destructive relationships’. Clearly, several 
different tensions can arise from this power imbalance. Mentees need to be equipped with 
the skills to manage their mentors (Maynard, 2010), and therefore the institutional process of 
mentoring, beyond those associated with ‘resistance’. ‘Resistance’ is a slippery term as it is 
open to interpretation, it could be viewed as a passive stance or it could convey more of an 
active response, for instance, ‘defiance’ (Oliver, 1991), either perception could result in a 
dysfunctional outcome which damaged both mentee and mentor. If the inherent power 
imbalance, with its potential implications for how the nature of the relationship develops, is 
understood by both mentors and mentees then it would help participants reflect upon their 
own behaviour and actions. This would be conducive to the development of a reflexive 
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approach where the participants were able to demonstrate a capacity for critical self-
reflection (Vivanco, 2018). If the participants were able to engage in a level of critical self-
reflection then they might be more able to identify any aspects of the relationship which were 
dysfunctional, stemming from their own behaviour or actions, and work to address them 
proactively. 
2.4.5 Developing a Professional Identity 
 
Students are ‘vulnerable’ whilst out on placement in that they are very much the novice in an 
‘expert’ environment and their professional identity is particularly fluid at this point as they 
observe other practitioners, are mentored and work to find their place (Volkmann and 
Anderson, 1998). Rodgers and Scott (2008, p733) also noted the fluid nature of the concept 
of identity, describing it as ‘shifting, unstable and multiple’. Erikson (1968) suggested that 
identity is not something one has but something that develops during one’s whole life 
according to the various social contexts we find ourselves in. This is supported by Gee 
(2001) who continued to describe it as an ongoing process, a process of interpreting oneself 
as a certain kind of person and being recognized as such in a given context. Consequently, 
not only is a mentee’s professional identity being developed during the mentoring process 
but that of the mentor too. In relation to the multiple ways in which the role of the mentor can 
be implemented Dorman (2015, p143) discussed the overlap between role models and 
mentors. Dorman (2015) reminded us of the distinction as the mentor performs a specific 
function in the school, whereas, as Gibson and Cordova (1999) suggested, a role model is 
constructed by an individual.  The original Mentor was very much a role model to be copied 
in that to be successful the mentee would have to mimic his behaviour to keep the 
‘household intact’. What sort of role model a mentor is depends on the mentor’s perception 
of the role and also of themselves in that role, which is fluid and ever changing (Erikson, 
1968; Volkmann and Anderson, 1998; Rodgers and Scott, 2008). As described by Oliver 
(1991, p152), organisations reproduce widely institutionalised roles, such as students and 
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teachers, based on conventional definitions of activities. A common strategic response to 
institutional processes is to acquiesce where one would imitate and comply (Oliver, 1991, 
p152). This supports the notion that students might try to work out the invisible, taken-for-
granted norms and mimic their mentor’s behaviour and actions in order to meet what they 
perceive to be their mentor’s expectations of how a teacher is and what a teacher does. In 
this way a student would  often replicate the kind of teaching persona of their mentor to a) 
ensure continuity of experience for children and b) because of the perception that such a 
nominal conformity would sustain the status quo and give the student chances of the best 
possible mark. In this way a student teacher’s emerging professional identity could be 
significantly shaped by not only their mentor’s professional identity but by the identity of the 
school in which they were placed. 
2.5 Models of Mentoring 
 
One of the study’s aims was to develop a conceptual framework, which would underpin a 
model of mentoring to support students in the mentoring process and in turn support 
mentors in developing their own practice. As models of mentoring already exist then it was 
necessary, therefore, to consider a range of them to establish a clear awareness of the types 
of model in existence already and to begin a critical examination of current practice. Only 
when we examine what is already in existence will we be able to gain an understanding of 
which aspects of mentoring are currently supported by them. At that point, how we can 
address other areas, which are impacting upon the mentoring process but which are not 
currently identified explicitly, can be explored. 
Despite the prevalence of mentors and mentoring programmes in ITE, there are multiple 
understandings of the exact meaning of a mentor and the role he or she is expected to play 
in a novice’s development of knowledge, understanding, or beliefs about teaching (West, 
2016, p23). To identify fundamental aspects of an effective model for mentoring and to 
consider pro-mentoring contexts (Malderez, 2015) a range of models of mentoring were 
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considered. An overview of each selected model will be provided prior to a discussion of 
each, thus, the discussion will be developed from model to model. Eight of the ten studies 
reviewed lie within the field of education. The recommendations from Hobson et al.’s (2016) 
Mapping Across the Professions research project have also been considered, which ‘sought 
to establish what teacher mentoring stakeholders might learn from successful and effective 
practice in other sectors – in the UK and internationally’ (p.1), along with those from Cochran 
et al.’s (2017) Effective Mentoring model, situated in the area of health. This was to consider 
what best practice might look like in other domains and to consider any elements of that 
practice which might be transferable to a model of mentoring within the context of ITE. The 
models selected arose from my research and some were referred to by others (Bird and 
Hudson, 2015; Mackie, 2018; Maynard and Furlong, 1995) working in the field of mentoring 
within education and which were constructed to either support student teachers or beginning 
teachers. I also focussed on those models which were looking at the generic aspects of 
teaching, rather than those with a specific focus e.g., although I have drawn on some of the 
ideas of Duckworth and Maxwell (2015) related to notions of empowerment I have not 
included their resulting model of mentoring as it focussed on extending the role of mentoring 
to embrace social justice.  As Hobson et al. (2016) had already worked to consider 
mentoring across varying professions to report on what mentoring practices, in the field of 
education, could learn from them I used their findings as an efficient way of considering 
mentoring practices across different fields. Cochran et al.’s (2017) model was selected for 
consideration as it was current and situated in a clinical health context which was an area 
not included within Hobson et al.’s (2016) study. While additional models from health, 
business and educational literature could be cited, the models considered serve as a 
representative sample from which some commonalities and aspects of difference can be 




2.6 A Summary of the Models of Mentoring Considered 
Figure 2: A summary of the models of mentoring considered 
Model Field Mentees 
Anderson and Shannon’s 
(1988) Mentoring Model 
Education Beginning teachers 
Maynard and Furlong’s 
(1995) description of three 
distinct models of mentoring 
• The apprenticeship 
model 
• The competency 
model 
• The reflective 
practitioner model 
Education Student teachers 
Hudson’s (2004) Five-factor 
Model for Mentoring 
Education Student teachers 
Hallam et al.’s (2012) Two 
Contrasting Models for 
Mentoring 
Education Beginning teachers 
Ambrosetti’s (original 2014, 
revised 2017) Holistic 
Mentoring Model 
Education Student teachers 
Hobson et al.’s (2016) case 
studies of successful 
employee mentoring 
schemes 
Football – Referees 
Business Start-ups 
Chartered Institute of 
Personnel and Development 
Police Leadership 
Health Research 
Education – Leadership 
focus (US) 
Police Leadership (Norway) 
Arçelik (a household 
appliances manufacturer) – 
Leadership (Turkey) 
HR – management 
(Romania) – professional 
development 
Bank (Hungary) – talented 
employees and leadership 
Employees, employed by 
these various organisations 
where their employee 
mentoring schemes were 
identified as successful, with 
the aim of investigating the 
implications for teacher 
mentoring 
Lofthouse’s (2015) model, 
cited in Lofthouse (2018), A 
practice development-led 
model for individual 
professional learning and 
institutional growth through 
mentoring 
Education Student Teachers 
Hobson’s (2016) ONSIDE 
Mentoring 
Education Beginning Teachers 
Cochran et al.’s (2017) 
Effective Mentoring 
Health Surgeons 
Cavanagh & King’s (2019) 
Peer Group Mentoring 
Model 
Education Beginning teachers 
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2.6.1 Anderson and Shannon’s (1988) Mentoring Model 
 
Anderson and Shannon (1988) believed that most of the models of mentoring which existed 
at the point of their work, whilst indicating a need for a mentor to promote the professional 
and/or personal development of a mentee via a described set of functions, did not recognise 
sufficiently that mentoring is fundamentally a nurturing process. Anderson and Shannon 
(1988) asserted that the mentor needed to be a role model to the mentee, and that the 
mentor must demonstrate certain dispositions to help frame the process. They agreed with 
Levinson et al.’s  (1978) stance that the essence of mentoring may be found to a greater 
degree within the nature of the relationship that exists between the mentor and mentee, 
rather than in the various roles and functions suggested by the term of mentoring. They 
believed that a caring relationship was at least as equally improtant to the functional aspects 
of the process. They went so far as to say that ‘the kind of relationship we advocate in 
mentoring is similar to that of a good substitute parent to an adult child’ (Anderson and 
Shannon, 1988, p40). Although Anderson and Shannon (1988) were advocating the need for 
a mentor to exhibit the ability to care for their mentee over thrty years before this study it was 
apparent that this was not an attribute deemed important in current practice, given that there 
was no explicit mention of ‘care’ within the National Standards for school-based initial 
teacher training mentors (TSC, 2016). There were a number of references to the need for 
‘support’ throughout this set of standards (TSC, 2016) but with no explicit definition of the 
term then consequently it was left open to interpretation. The closest the standards came to 
being explicit about the need for emotional support was in saying that mentors should 
empathise with the challenges a trainee faces (DfE, 2016, p10) but the opportunity was lost 




Figure 3: Anderson and Shannon's (1988) Mentoring Model 
 
Anderson and Shannon (1988) described five functions of mentoring, to be built upon on a 
fundamental caring relationship: teaching, sponsoring, encouraging, counselling, and 
befriending. By ‘teaching’ they meant the basic behaviours associated with teaching, 
including: modelling, informing, confirming/disconfirming, prescribing, and questioning. The 
term ‘sponsoring’ encompassed three essential behaviours: protecting, supporting, and 
promoting. Anderson and Shannon (1988) felt that a beginning teacher’s mentor was well 
placed to protect them, not only from something within their environment but from 
themselves. A mentor could support their mentee with tasks assigned to them and as 
sponsors, could promote them in school, within the particular instructional and social 
systems. ‘Encouraging’ was stated as a process that included the behaviours of affirming, 
inspiring, and challenging. ‘Counselling’ was defined as a problem-solving process that 
would include behaviours such as listening, probing, clarifying, and advising. Lastly, 
Anderson and Shannon (1988) believed that mentoring demands ‘befriending’. The two 
critical associated behaviours of ‘befriending’ were deemed to be accepting and relating; as 
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a friend, a mentor would convey to their mentee that they understand and support them and 
that they have time for them. 
Anderson and Shannon (1988) then suggested three dispositions which they felt to be 
essential to the concept of mentoring. Firstly, mentors should be willing to opening 
themselves to their mentees by, for example, allowing their mentees the opportunity to 
observe them in action and to communicate to their mentees the rationale underpinning their 
decisions and actions. Secondly, mentors should have the ability to lead their mentees 
incrementally over time. Thirdly, mentors should have the disposition to express care and 
concern about the personal and professional welfare of their mentees, this relates directly 
back to the underpinning nurturing and caring relationship and indicates that it is not enough 
to be caring but a mentor needs to be able to communicate this to their mentee.  
The diagram in Figure 3 summarises the essence of mentoring and its basic components, 
according to Anderson and Shannon (1988). Their model reflects that a relationship in which 
the mentee views the mentor as a role model and the mentor nurtures and cares for the 
mentee is fundamental to mentoring. Within the mentoring relationship are five mentoring 
functions and related behaviours which are carried out within various mentoring activities. 
The entire mentoring process is framed by a set of three dispositions, displayed by the 
mentor. The stated mentoring activities were largely the same thirty years after (TSC, 2016) 
the publication of Anderson and Shannon’s model but the focus on the nature of the 
relationship had diminished. This may in part have been due to mentoring being ‘buffeted by 
a system driven by targets, standards and assessment regimes’ (Lofthouse and Thomas, 
2014, p216) which was not so prevalent pre-1988, before the advent of the first iteration of 
the National Curriculum.  
Anderson and Shannon (1988, p39) recognised that ‘traditional mentors are usually older 
authority figures who, over a long period of time, protect, advocate for, and nurture their 
protégés’ and conseqently this model was based on that understanding of a mentor. There 
were two aspects of this recognition which were potentially different, more than three 
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decades on from this assertion. In terms of a mentor being ‘usually older’ than the mentee 
we know that this was not always the case, in 2019, 49.7% of post graduate student 
teachers, who accounted for 85.5% of those training to teach, were older than 25, according 
to the Initial Teacher Training Census (DfE, 2019a). It would be quite common, therefore, in 
current practice for a mentee to be mentored by a younger mentor, given that a teacher 
could be a mentor by the age of 22. It was also not clear what Anderson and Shannon 
constituted as ‘a long period of time’ but we know that mentoring within the student teacher 
context is bound by timelines (Ambrosetti, 2014). Consequently, the characteristics of a 
traditional mentor, and the context of the process, may well differ to those of thirty years ago, 
as described by Anderson and Shannon. This would potentially impact upon some particular 
aspects of Anderson and Shannon’s Mentoring Model e.g. the Mentoring Relationship. The 
notion of being an elder is inextricably linked with being a role model, nurturer and care giver 
and although it is certainly possible to carry those roles being the younger person in the 
relationship it would add a level of complexity, given that the situation works against ‘the 
natural order’ of the understanding of ‘mentor’ (Ehrich et al., 2004). Ordinarily, an open and 
trusting relationship between people takes time to develop. Given that a placement is bound 
by a timeframe that may, at the most, be 10 weeks then there is clearly a need to develop 
this strong relationship more quickly than might happen naturally; creating a potential for the 
development of the relationship to be forced to a degree. 
2.6.2 Maynard and Furlong’s (1995) description of three distinct models of mentoring 
 
Maynard and Furlong (1995, pp18-21) described the three distinct models of mentoring in 
existence two decades ago, each of which were thought by them to be partial and 
inadequate: 
The apprenticeship model: 
This was advocated by O’Hear (1988) and The Hillgate group (1989, p9), who believed that 
teaching’s complex, difficult skills of high moral and cultural value were best learned  ‘by the 
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emulation of experienced practitioners and by supervised practice under guidance’, they 
argued that all you need to do is work alongside an experienced practitioner. The work of a 
mentor does contain elements of an apprenticeship model. Students do need first-hand 
experience, for instance, of pupils, teaching scenarios and strategies ‘but in order to be able 
to ‘see’, they need an interpreter. They need to work alongside a mentor who can explain the 
significance of what is happening in the classroom’ (Maynard and Furlong, 1995, p18) as 
‘the accumulation of experience alone is insufficient for teachers in any stage of 
development’ (Lofthouse, 2018, p258). The notion of ‘working alongside’ and the use of 
‘emulating’ is interesting, ‘working alongside’ suggests a more equal power balance than 
‘emulating’ someone’s practice. If it is suggested that we need to emulate practice then there 
is an assumption that the mentor’s practice is correct, to be aspired to and therefore ‘copied’ 
which might work well in exactly the same conditions but teaching involves constantly 
changing variables such as individual children, time of day, cultural difference and so forth, 
consequently that exact procedure or strategy may not work successfully in a slightly 
different context. It must stand to reason that a student teacher needs to be able to be 
critical of practice observed so that they are to use it to inform their own pedagogy and adapt 
it, amending it to work effectively with the particular set of variables within each lesson they 
teach. ‘Working alongside’ suggests that there would be opportunities for collaborative 
teaching and therefore for knowledge to be co-constructed by the mentor and the mentee, 
aligning with a constructivist’s approach (Bruner, 1966), working beyond an apprenticeship 
approach which could be more aligned to a behaviourist’s stance (Skinner, 1993).  
The competency model: 
This was based on systematic training, in effect coaching the student on a list of agreed 
behaviours (e.g. within in an observation schedule) where the student teacher would be 
involved in discussions around which of the competencies they would want to focus on. 
Making it explicit that the student teacher is to be involved  in  the  decisions about which of 
the competencies to focus on would be important in them feeling that they had a voice in the 
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relationship and some ownership of their own learning and development which is different to 
the more passive role which could potentially be adopted in an apprenticeship model. If a 
student teacher is able to be part of the discussions about the areas they need to focus on 
then the implication is that the mentor recognises that the student teacher has a developing 
understanding of the role of the teacher and is therefore not treated as a complete novice, 
engendering some feelings of empowerment and a move away from being a passive 
recipient of knowledge, that being handed down to them by the mentor.  
The reflective practitioner model: 
This model suggests that once a student teacher has achieved basic classroom competence 
that ways need to be found to introduce a critical element to the mentoring process. If 
learning to teach is at the heart of ITE then reflection on teaching, however that would be 
defined, must be part of the learning process. A programme’s structure would support this if 
there were concurrent periods of school and university activity so that the university tutors 
could encourage students to reflect upon their school experience. This requires the mentors 
to exhibit the disposition of being open, as described by Anderson and Shannon (1988, see 
Figure 3, p58), so that they would be willing to examine their own mentoring and teaching 
practices with a critical lens and be able to discuss that freely with their mentee. In the 
scenarios where a mentee and mentor would be discussing the mentor’s practice there are 
clearly opportunities for uncomfortable dialogue, in order to handle these scenarios positively 
then particular skills and attributes would need to be demonstrated by both participants e.g. 
a mentee would need to be able to question a mentor’s practice without appearing 
judgemental and a mentor would need to be confident in articulating their practice, being 
able to justify a rationale without feeling that they were being criticised by their mentee and 
consequently adopting a ‘defensive’ stance about their practice. 
Maynard and Furlong (1995) reflected that it was important, at this stage of a student’s 
development, that they made the shift from focussing on their own progress to focussing on 
the children’s learning. It is common for mentors to withdraw when a student teacher has 
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achieved a basic competence (Maynard and Furlong, 1995) but they need to continue to 
take an active role to support the student in making that shift of focus to the children’s 
learning, this cannot happen until the student teacher has gained some confidence in their 
own teaching. To facilitate the process of shifting the mentor’s role then mentors need to be 
able to move from being a model and instructor to being a co-enquirer, other aspects of the 
role may continue but in promoting critical reflection a more equal and open relationship is 
essential. 
Maynard and Furlong (1995) proposed that mentors and mentees moved through these 
three stages during the mentoring process, rather than adopted one of the approaches. 
Although Maynard and Furlong (1995) advocated an approach which was capable of shifting 
it was still limited to three stages and there was no indication that there would be movement 
back and forth between these linear stages with the suggestion that this model was a three 
step process. The ability to be fluid and the recognition of mentoring as a dynamic process is 
central to Lofthouse’s (2018) cyclical model which reflects the complex nature of mentoring, 
not only within one mentoring relationship but between a student’s placements and between 
student teachers from the mentor’s perspective. Kram (cited in Hallam, 2012, p247) stated 
‘There is considerable agreement among those who have studied mentoring that in order to 
understand fully the nature and impact of this developmental relationship, it is necessary to 
examine how it changes over time’ adding strength to the position that the mentoring 




2.6.3 Hudson’s (2004) Five-factor Model for Mentoring  
 
Figure 4: Hudson's (2004) Five-factor Model for Mentoring 
 
Hudson’s (2004) model identifies five factors for effective mentoring: 
• system requirements that focus on curriculum directives 
• competent pedagogical knowledge for articulating best practices 
• modelling of efficient and effective practice 
• feedback for the purposes of reflection to improve practices.  
• couched within the encompassing factor of the personal attributes that the mentor 
needs to exhibit for constructive dialogue 
 
Hudson added that specific mentoring strategies, associated with each factor, needed to be 
designed to adequately guide mentoring in specific subject areas and the model was aligned 
with a constructivist approach (Hudson, 2004) as was the reflective practitioner model 
proposed by Maynard and Furlong (1995). This five factor model not only identified the 
functions of a mentor in terms of what they need to ‘do’ but also stressed the importance of 
how a mentor should ‘be’ (Stephen, 2010) by identifying that they needed to have the 
attributes required to engage positively in constructive dialogue. Hudson (2004, p142) made 
explicit an expectation for mentors to be ‘encouraging, affable, attentive and supportive’, 
believing that these attributes were necessary for constructive dialogue. Although Hudson 
(2004) recognised the need for mentors to have particular personal attributes, these were 
limited to being attributes needed to engage in constructive dialogue, they did not stretch to 
those ‘nurturing’ and ‘care giving’ attributes which Anderson and Shannon (1988) believed 
were fundamental to a positive mentoring relationship. The elliptical arrangement of the 
model would indicate that Hudson (2004) did not envisage the mentoring process as linear. 
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Given that the branch leading to personal attributes was longer than the others then they 
must have been designed to be in place at all times, whatever the particular focus was of the 
mentoring process at any point. 
2.6.4 Hallam et al.’s (2012) Two Contrasting Models for Mentoring 
 
Hallam et al. (2012) examined and compared two different mentoring models used in the 
Asher and Dane School Districts (pseudonyms), in the USA, to support their beginning 
teachers and subsequently increase teacher retention. 





Figure 6: Asher District's Model (Hallam et al., 2012) 
 
As the teachers were in post, rather than being student teachers on a placement, the time 
limiting factor was not an issue to consider within the model and as such is something to be 
aware of but the main components, and findings, would still have relevance to a mentoring 
model in an ITE context.  
The major difference between the two mentoring models was that Dane’s mentoring model 
initially had off-site district coaches assigned for the beginning teachers’ first year. Hallam et 
al. (2012) based their understanding of the distinction between a coach and a mentor on the 
work of Mertz (2004, cited in Hallam et al.,2012, p262), who considered levels of ‘intent and 
involvement’ in distinguishing mentoring from other supportive relationships. Mertz (2004) 
suggested that intent referred to three types of relationships: modelling, advising and 
brokering career advancement, which she suggested sat on a spectrum, while involvement 
referred to the degree of interaction and amount of time required to build and maintain a 
successful relationship. She concluded that coaching was closer to the modelling end of the 
intent spectrum, whereas mentoring was closer to the brokering end of the intent spectrum 
and required more time and involvement to build meaningful relationships (Mertz, 2004, cited 
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In both models, the findings indicated that support from principals, in-school mentors, and 
collaborative professional learning community (PLC) teams were clearly important. Higgins 
and Kram (2001) refer to this as relationship constellations, in which mentoring comes from 
a variety of individuals. However, the most striking difference between the structures and 
results of the mentoring models was found in the role of the district coaches. In the Dane 
District’s model (see Figure 5), district coaches, typically did not belong to the school of their 
mentees, resulting in a lack of coordination with these individuals’ principals, in-school 
mentors and collaborative PLC teams. The presence of district coaches, who were 
considered to be ‘experts’ or ‘master’ teachers, may have caused the in-school mentors, 
collaborative PLC teams, and even the principals to abdicate their mentoring responsibilities. 
In the Dane District’s mentoring model, district coaches lacked proximity and personal 
relationship with beginning teachers, resulting in increased stress and lack of support, which 
was noted by many leavers of the profession. In contrast, teachers in Asher reported strong 
support from their in-school mentors throughout their first 3 years, which over time helped 
increase their confidence and autonomy. The experience of these teachers in Asher was 
prevalent among teachers who stayed in their posts. In short, the Asher mentoring model 
using in-school mentors (see Figure 6) appeared to be a stronger model in helping provide 
the optimal mentoring relationship and support that may have led to greater retention of 




making explicit the mentoring characteristics needed to develop open and trusting 
relationships, they consider who might be best placed to be an effective mentor for a 
beginning teacher. Previous models (Anderson and Shannon, 1988; Hudson, 2004; 
Maynard and Furlong, 1995) considered similar functions and attributes of an effective 
mentor but not who they should be and tended to think of the mentor in a mentoring 
relationship as one clearly defined person, rather than a number of people. The implications 
of Hallam et al.’s (2102) work for ITE would be that it might be beneficial for a student 
teacher to be mentored by a number of different people, with different sets of responsibilities, 
within the school in which they were placed as the suggestion would be that it could be 
detrimental to their progress and feelings of wellbeing to be mentored by somebody external 
to their school setting. However, it needs to be noted that the internal mentors within these 
models were not responsible for assessing their mentees. This would have alleviated an 
area of tension, if the internal mentors had been responsible for assessing their mentees 
then perhaps the external mentors would have had more of a positive impact (Hobson et al., 
2016). 
2.6.5 Ambrosetti’s (original 2014, revised 2017) Holistic Mentoring Model 
 
Ambrosetti et al. (2014) suggested a Holistic Mentoring Model. Although each component of 
the model is described separately, the components need to be considered as a holistic 
method, as shown in Figure 7, to ensure a mentoring experience that provides the 








The relational component of mentoring, situated centrally in the model, referred to the 
relationship to be developed between the mentor and mentee. Descriptors such as nurture, 
support, mutuality, and trust encompassed the relational component (Ambrosetti, 2014, 
p225) and the roles a mentor undertook in this component were those of advocate, friend, 
colleague, and counsellor. These relational descriptors were more in line with those 
suggested by Anderson and Shannon (1988), they moved beyond those personal attributes 
deemed as sufficient by Hudson (2004). 
The developmental component of mentoring focussed on the purpose of the relationship and 
this related directly to the specific needs of the mentor and mentee. The mentor offered 
critical feedback, role model skills, and facilitated opportunities for first hand learning. 
Equally the mentee would engage in the opportunities provided and work alongside the 
mentor to developmentally grow. Thus, in this model, the mentee would be expected to 
engage but as it would be the mentor who provided the opportunities then the mentor must 
have been assumed to be in control of the relationship. 
The contextual aspect of mentoring was as equally important to the process as the relational 
and developmental components. Mentors would role model job/workplace behaviour and 
provide explicit instruction about the culture of the workplace and its operation. The mentee 
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in return would observe the mentor and engage in discussion that confirmed or clarified the 
observations of the specific nuances of the job and/or workplace. Again, the mentor would 
be leading the way with the mentee being expected to engage through observation and 
subsequent discussion. 
In Ambrosetti’s (2014) holistic mentoring model it was clear that the mentee had an active 
role to play in the success of the partnership. It was the first time I encountered specific 
expectations of a mentee being made clear, for instance, the mentee was explicitly expected 
to engage in the opportunities provided. Mentees were also expected to ‘work alongside’ the 
mentor, as suggested earlier by Maynard and Furlong (1995). ‘Working alongside’, as 
discussed previously, represents a distinct power difference from that which would exist 
within an apprenticeship approach in that it indicates a level of equality between participants. 
Indeed, this model places the mentor and mentee visually alongside each other which does 
not signify a top down approach to mentoring but one where mentor and mentee are side by 
side. In this model, not only would a mentee need to be prepared to work alongside a mentor 
but a mentor would need to be prepared to do the same, necessitating a mentor’s openness 
(Anderson and Shannon, 1988). 
Interestingly, Ambrosetti et al. (2017) later re-configured their Holistic Mentoring Model, see 
Figure 8. 





As in the earlier iteration, the three components visualised mentoring as holistic, thus the 
components were now nested as one to underline this view, despite each component still 
having a separate purpose. If we work from the outside in, the mentoring relationship can be 
viewed as a result of the developmental and contextual aspects of the process which would 
align with the original configuration of 2014. However, if we work from the inner circle 
outwards, given there is no indication that we are not to do this, the re-configured circular 
figure could also indicate that mentoring radiates from the relationship. Here, the mentor and 
mentee’s relationship is central. It is something to be kept safe, as both the developmental 
and contextual aspects of the process not only protect in but could be affected by it. If we 
take this stance then in the re-configuration the developmental and contextual aspects are 
secondary to the formation of a strong relationship between the mentor and mentee but 
potentially affected by it. Within ITE, typically, the mentor and mentee have not previously 
interacted and the relationship that develops is often dependent on time and the 
requirements of the placement. Thus, given that the relational component is central to 
mentoring, as the roles mentors and mentees undertake within the relationship directly 
impact upon the achievement of goals, it is imperative that both mentor and mentee are 
ready to invest in the formation of a positive professional relationship from the very outset. 
Ambrosetti et al. (2017) went on to suggest an alternative mentoring model to the typical 
dyad model. They investigated a triad model where two student teachers were placed with 
one classroom teacher. The student teachers were enrolled upon a four-year undergraduate 
route into teaching and the triads involved a mentor teacher, a final year student teacher and 
a first-year student teacher. This moved towards Higgins and Kram’s (2001) idea of 
relationship constellations by broadening the role of mentor beyond one person. 
The triad seemed to offer distinct advantages for each participant. The first-year student 
teacher was the least experienced and understood that their role was one of learner and 
assistant within the triad. They developed a relationship with their mentor teacher and the 
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final-year student teacher, however, they were closer to the final-year student teacher as 
they had a shared language and understanding. Both the mentor teachers and final-year 
student teachers were mentors to them; however, the final year student was both a mentor 
and a role model. The first-year student teachers were provided with the opportunities they 
needed to develop and practise their skills, whilst having a mentor who they potentially felt 
more at ease with. 
The final-year student teachers became mentors to the first-year student teachers and felt 
empowered by this experience. The final-year student teachers included and welcomed the 
first year into the relationship and willingly shared the experience with them. They developed 
a strong relationship with their mentor teacher and had opportunities to refine their teaching 
skills throughout the placement. 
The mentor teachers led the relationship but they ensured that there were opportunities for 
the relationship to develop between the two student teachers. They established the structure 
of the relationship so that the final year could become a mentor to the first year. The mentor 
teachers indicated that the triad model enabled them to address specific developmental 
needs of the student teachers, given that they had support from both student teachers in the 
triad. 
The results demonstrated that the triad fashioned a working environment that was 
supportive, collaborative and collegial. Both the first year and final-year student teachers in 
the triads reported benefits, with the first-year student teachers benefiting from explicit peer 
mentoring from their final year colleagues. The positive influence of peer mentoring can, in 
part, be explained by the sharing of similar circumstances through a common language. 
When discussing the roles of the final-year student teachers and mentor teachers in the 
triad, the first-year student teachers reported that the mentor teachers provided feedback 
and advice, whereas the final-year preservice teachers tended more often to provide 
assistance and advice. This suggested that the first-year student teachers were being 
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mentored by the mentor teachers, and by the final-year student teachers. Interestingly, the 
total number of interactions between the first-year student teachers and final-year student 
teachers were higher than those between the first-year student teachers and mentor 
teachers, signalling a closer relationship between the two student teachers. 
The implications of Ambrosetti et al.’s (2017) work, for ITE, are that reconceptualisations of 
mentoring using alternative models, to increase support for both mentees and mentors, 
would require not only a re-thinking of the structure of placements but also perceptions held 
about the outcomes of mentoring for both schools and HEIs and subsequently mentor and 
mentee preparation for such experiences. 
2.6.6 Hobson et al.’s (2016) case studies of successful employee mentoring 
schemes  
 
Hobson et al. (2016) sought to establish what teacher mentoring stakeholders might learn 
from successful and effective practice in other sectors, in the UK and internationally. They 
conducted ten case studies of successful employee mentoring schemes and what was 
common to all of them was that efforts were made to create what could be called ‘pro-
mentoring contexts’, as opposed to ‘anti-mentoring contexts’ (Malderez, 2015), as there was 
no evidence of ‘judgementoring’ (Hobson and Malderez, 2013). In most cases, mentors were 
‘external’ to the organisation or work environment in which the mentee was employed or 
based: i.e., they did not have regular and frequent working relations with each other, this 
was in direct conflict with Hallam et al.’s (2012) conclusion that mentors needed to be 
situated within the same organisation for maximum effectiveness. In all cases, the schemes 
in Hobson et al.’s (2016) study either strongly recommended or required that mentees were 
not mentored by their line managers, and all the mentoring relationships examined were 
offline. Hobson et al. (2016) argued that this issue goes to the very heart of mentoring and 
cited Clutterbuck (2004, p13) as defining mentoring as ‘off-line help from one person to 
another in making significant transitions in knowledge, work or thinking.’ In the previous 
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models considered, the notion of ‘judgementoring’ and its potential impact upon the 
mentoring relationship was not explored or even identified as problematic. 
2.6.7 Lofthouse’s (2015), cited in Lofthouse (2018), practice development-led model 
for individual professional learning and institutional growth through mentoring 
 
Lofthouse (2015, cited in Lofthouse, 2018, p249) offered a mentoring model ‘as a means for 
those involved in developing, supporting and practising mentoring in ITE to consider its 
dynamic dimensions and potential ways through which it can be enhanced.’ 
Figure 9: Lofthouse’s (2015, cited in Lofthouse, 2018) practice development-led model for individual professional 
learning and institutional growth through mentoring 
 
 
Aspects of mentoring were recognised as complex and interrelated, at the epicentre of the 
model was the act of mentoring, undertaken to support and develop students’ practice. The 
model was designed as cyclical in nature. It could refer to the micro elements of one 
mentoring relationship in terms of the cycle of teaching, being observed, feeding back and 
setting targets. However, one could also withdraw from those micro elements and use the 
framework across placements or look through the lens of the mentor, developing their own 
practice across students. In addition to mentors and teacher educators working with this 
model, students themselves were seen to require the same attributes to enable professional 
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learning. As stated in this study’s introduction there is a need for mentors and their mentees 
to think about how ‘to be’ and what ‘to do’ (Stephen, 2010) which relates clearly to the left 
and right side of Lofthouse’s (2018) model. These are equally weighted visually indicating 
that Lofthouse (2018) believed that both of those aspects were equally important. 
The notion of a ‘fellow teacher educator’, as one of the roles taken by mentor teachers 
outlined by Grimmett, Forgasz, Williams and White (2018, p345), emphasises professional 
experience partnerships where university-based teacher educators would regard mentor 
teachers as colleagues. This would be aligned with Lofthouse’s (2018) advice where the 
teacher educator not only regards the school-based mentor as a colleague but where the 
school-based mentor regards the teacher educator as a colleague and also takes on the 
empowering role of teacher-educator themselves. The ‘supporter of student teacher learning’ 
(Grimmett et al., 2018, p347) would occur where a community of practice model formed the 
basis of the professional experience programme, this would then enable mentoring practices 
to have a further reaching effect than just helping students to develop their classroom 
practice (Grimmett et al., 2018). My professional experiences of mentoring within ITE, 
however, were largely situated within a traditional apprenticeship model, at best they were 
transitional in nature (Kochan & Pascarelli, 2012). The ‘supervisor and assessor’ (Grimmett 
et al. 2018, p345) role corresponds to the traditional apprenticeship model of professional 
experience and was restricted to helping student teachers to develop their classroom 
practice. This traditional model continued to be implicitly supported by the DfE (2016), 
despite the development of alternative research-informed models, across three decades, 
which sought to maximise the potential of the mentoring process in transforming practice. 
Lofthouse’s (2018) model is firmly at the transformative end (Kochan and Pascarelli, 2012) 
of the mentoring paradigm spectrum where beliefs and routines could be questioned to allow 




2.6.8 Hobson’s (2016) ONSIDE Mentoring for beginning teachers 
 
Hobson’s (2016) ONSIDE Mentoring was another research-informed framework for 
mentoring, published around the same time as the government’s standards for mentors 
(TSC, 2016), which was ‘offered as a means of forestalling or combatting judgementoring 
and of enhancing mentoring practice and its positive impact on beginning teachers’ (Hobson, 
2016, pp87-88). 
Figure 10: Hobson’s (2016) ONSIDE Mentoring for beginning teachers 
 
This model is predicated on the understanding that a mentor being responsible for the 
assessment of their mentee is not appropriate. It recognises the emotional aspects of 
mentoring and the individual nature of each relationship whilst acknowledging the need for 
the process to be geared towards the mentee’s development. Hobson’s (2016) model 
encouraged a progressively non-directional style of mentoring to empower mentees. 
Because this model was fundamentally off-line and non-evaluative it was at odds with the 
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government’s mentor standards (TSC, 2016). Although the TSC’s (2016, p7) definition of a 
mentor: 
A mentor is a suitably-experienced teacher who has formal 
responsibility to work collaboratively within the ITT partnership to 
help ensure the trainee receives the highest-quality training 
did not make mention of a mentor adopting a supervisory role it was stated that mentors 
needed to be trained to ‘assess trainee teachers effectively’ (TSC, 2016, p7), ‘monitor 
performance’ (p8) and ‘moderate judgements’ (p12). Therefore, the implict message of the 
standards was that mentors would be supervisors and assessors.  
2.6.9 Cochran et al.’s (2017) Effective Mentoring Model 
Cochran et al. (2017) sought to describe characteristics of effective mentoring relationships 
in academic surgery, based upon lived experiences of mid-career and senior female US 
academic surgeons. 






The participants in their study described the need for multiple mentors over time with each 
mentor addressing a unique domain. This not only relates to the idea of relationship 
constellations (Higgins and Kram, 2001) but also to the ideas of Maynard and Furlong (1995) 
and Lofthouse (2018) whereby mentoring relationships and processes do not remain static 
but evolve over the course of the mentoring period. This study suggests that these mentees 
were seeking mentors, rather than coaches, given that they are looking for people at the 
mentoring end of the intent spectrum (Mertz, 2004) and aligned to Hallam et al.’s (2012) 
findings in this way. Participants also suggested that mentees should seek mentors who 
would serve as strategic advisors, be unselfish, and engage with diverse mentees. Given 
that the word ‘seek’ was used by the participants in Cochran et al.’s (2017) study the 
implication was that the mentees would have at least some degree of choice in who their 
mentor might be, this was not the case within the researcher’s ITE context. Once it was 
agreed by the HEI and a host school that this school would be hosting student teachers for a 
placement the school would then indicate how many student teachers they would be a 
position to take. The decisions about who would be mentor to which mentee within each 
placement would be taken by a host school’s ITT Co-ordinator and members of the senior 
management team within that school. A constricting factor would likely to be which year 
group the student/s would need to be placed in to meet the requirements of their 
programme. Beyond this the provider who have no influence about which mentor would be 
paired with which student and the mentee would have no input about who they were placed 
with. Even if the mentors themselves were part of the decision making about whether or not 
they would like to mentor a student teacher they would not expect to choose which mentee 
they would take from those coming into the school.  Conseqently, the specific pairings of 
mentors and mentees within ITE contexts would not ordinarily either involve the mentee or 
the mentor. Thus, the pairings were random in nature and the school would only be able to 
predict the success of a mentoring relationship based on the characteristics of the member 
of their staff who would be the mentor as the incoming student teacher to be mentored would 
be an ‘unknown quantity’ in terms of their character or personality. Cochran et al.’s (2017) 
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model suggested that mentees valued the relational aspects of the mentor/mentee 
relationship, rather than any developmental aspects. This could have been due to the fact 
that the mentees in this study were all at least ‘mid-career’ and so the mentor’s role was not 
to support them in learning the ‘practice skills’ needed within their field but in perhaps how to 
navigate the advancement of their careers to more senior positions. Given this context, it 
might also be reasonable to assume that these mentees did not feel like novices within their 
field and so did not require a mentor’s support to develop their practice. Given the 
importance of the relational components within successful mentoring relationships, as 
discussed thus far, it would seem to be a lost opportunity not to attempt to take account of a 
mentee’s character or personality when considering the pairings. However, the practicalities 
of this would need to be considered carefully in a context where there is not a wealth of 
mentors (Lofthouse, 2018) and tight time constraints on ITE programmes. 
2.6.10 Cavanagh & King’s (2019) Peer Group Mentoring Model 
Cavanagh and King (2019) reported on an initiative where student primary teachers 
participated in a mentoring programme based on the Finnish model of peer-group mentoring, 
during one school term as part of a professional experience partnership. Building on the 
work of Wang and Odell (2007), who identified 16 types of mentoring relationships, 
Cavanagh and King (2019) hypothesised three core conceptions of mentoring: humanistic, 
situated apprenticeship, and critical constructivist. The humanistic perspective focussed on 
helping the newcomer transition to the profession by overcoming challenges on a personal 
level. The situated apprenticeship approach supported novices in adjusting to the prevailing 
school culture and the norms of teaching through the development of specific techniques 
and skills aligned to their school contexts. Cavanagh and King (2019), in alignment with the 
stances of Hudson (2004) and Lofthouse (2018), believed that mentoring, within a critical 
constructivist perspective, is designed to transform teaching by engaging novice teachers 
and mentors in collaborative inquiry with equal participation. Although this model has some 
similarities to the earlier work of Maynard and Furlong (1995) where they considered a 
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model which moved from the apprenticeship model to the competency model and finally to 
the reflective practitioner model, Cavanagh and King (2019) did not present the aspects in 
the same ‘sequential’ manner as those proposed by Maynard and Furlong. The implication, 
therefore, would be that these core conceptions run concurrently, with a mentor and mentee 
using a variety of these aspects within the entirety of the mentoring process, depending on 
need. 
Peer-Group Mentoring (PGM) is a Finnish mentoring model that is consistent with the 
approach outlined above. PGM is implemented in mixed groups of novice and more 
experienced teachers who engage in professional dialogue and knowledge sharing 
(Korhonen, Heikkinen, Kiviniemi, & Tynjälä, 2017, cited in Cavanagh and King, 2019). PGM 
meetings are held on a regular basis, typically in a location away from the school setting and 
membership is entirely voluntary. Members take ownership of the programme by suggesting 
topics for discussion and by contributing to the organisation and operation of the group. 
Group discussions are framed around the members’ narrative accounts about teaching and 
are facilitated by an experienced teacher-mentor who has been trained for the role and does 
not undertake any assessment of the participants, but rather is focussed on supporting the 
professional learning of members. This is again a model which uses the idea of relationship 
constellations (Higgins and Kram, 2001), where mentoring comes from a variety of 
individuals. It makes sense that different individuals would be better placed to offer different 
types of advice, depending on their personal roles and levels of expertise on particular 
areas, one member of staff cannot realistically be expected to be an expert in all aspects of 
the role of the teacher. Given that the membership of the group is optional then it would 
stand to reason that each member of the group would be open to mentoring by others, open 
to being a mentor and open to discussing their practice. This illustrates one of Anderson and 
Shannon’s (1988) mentoring dispositions and the personal attributes needed for Hudson’s 
(2004) model to be effective. As the relational components of the mentoring process are 
noted as being at least important (Hobson, 2016; Hudson, 2004) and deemed fundamental 
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by others (Ambrosetti et al., 2014; Ambrosetti et al., 2017; Anderson and Shannon, 1988;  
Cochran et al., 2017; Hallam et al, 2012; Lofthouse, 2018; Maynard and Furlong, 1995) then 
Cavanagh and King’s (2019) model where participation is optional would ensure that a ‘pro-
mentoring context’ (Malderez, 2015) would be established from the outset. However, within 
the context of ITE, there would be some concerns about the mentoring process being 
optional, at the outset of a placement perhaps a student teacher would not appreciate how 
central the mentoring process would be to their transition to being a teacher and 
consequently they may not opt to be part of a PGM group, perhaps believing this to 
potentially take up too much of their time when they are already experiencing a demanding 
workload. The issue of ‘assessment’ is also to be considered, in Cavanagh and King’s 
(2019) model the participants are beginning teachers, rather than student teachers, so there 
may not be the same need for any form of assessment within the mentoring process. It could 
be that the mentoring relationship does not include any assessment which would satisfy 
Clutterbuck (2004), Hobson and Malderez (2013), Hobson (2016) and Hobson et al. (2016) 
but if that was the case then we would have to look beyond the mentoring relationship for an 
assessor.  
In conclusion, on consideration of this range of mentoring models, some aspects are 
fundamental to successful mentoring relationships but the process of mentoring within ITE 
works within constraints which are peculiar to its context. The relational aspects of a 
mentoring process are pivotal to its effectiveness, at the very least in terms of a mentor 
being able to engage in constructive dialogue (Hudson, 2004) and being open to discussing 
their own practice to the other end of the relational spectrum where a ‘parental’ type 
relationship, cited by Anderson and Shannon (1988), was believed to be needed. Although 
Ambrosetti (2014, p225) stated that the mentor/mentee relationship ‘can either be of a 
personal or professional nature’, its primary purpose, as described by West (2016), ‘is the 
professional development and/or overall growth of the novice toward a desired level of 
competency’ so the student teacher’s professional development is the process’ ultimate aim. 
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If this is the case, then developing a parental type relationship between a mentee and their 
mentor may not be the most effective, or appropriate. Mentoring within the ITE context is 
constrained by tight time frames, typically, assessed placements are no longer than 10 
weeks from beginning to end and so the positive relationship does not have the same 
amount of time to develop as it would if a mentee was an employee being mentored thus it is 
something to be fostered positively, rather than something to be allowed to develop 
naturally, ‘in its own time’. An understanding of how fundamental a positive mentoring 
relationship is, regarding its impact upon effectiveness, must be made explicit to all 
participants. This would then encourage all parties to invest in its quick development. 
However, what constitutes a positive mentoring relationship must be explored so that there 
is a clear shared understanding of it and consequently of the roles of each participant in 
building that relationship.  Given that the relationship is powerful and complex (Ambrosetti, 
2014) it is necessary for the mentor selection process to be rigorous (TSC, 2016) but it 
would also seem sensible for the personalities and characteristics of those to be mentored to 
also be considered within this pairing, or matching, process. It would be advantageous to 
consider the possibility of a mentee having multiple mentors who were able to provide 
different types of support and who might have differing roles within the process. Having 
examined a range of models for mentoring, from traditional apprenticeship approaches 
(Maynard and Furlong, 1995) to those emerging from critical constructivist epistemologies, 
which would be capable of allowing the mentoring process to drive more than the 
development of the mentee in a school (Cavanagh and King, 2019; Lofthouse, 2018), it is 
clear that a cultural shift is needed within mentoring in ITE. Despite the significant shift in 
mentoring discourse in the last two decades, mentoring within ITE is still largely the same as 
it was in 1995 as those ‘partial and inadequate models’ described by Maynard and Furlong 
(1995) are still commonplace. In employing other strategies, beyond those belonging to an 
apprenticeship approach, then mentees must have an active role to play but for them to be 
able to play that active role, mentors needs to see their own role beyond that of expert in the 
field to be emulated. A mentor must see their mentee as more than their apprentice. In 
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moving towards being co-constructors of knowledge, mentors and mentees would be able to 
find ways of moving towards a more equal relationship. The prevailing issue of a student 
teacher needing to be assessed whilst on placement, to demonstrate their performance 
against The Teachers’ Standards (DfE, 2011), continues to raise several complex issues. In 
alignment with Clutterbuck’s (2004) and Hobson’s (2016) stance, mentoring should be 
conducted by those who are not responsible for assessing a mentee. However, the usual 
structures implemented within the current context, where that regularly happens (Hobson 
and Malderez, 2013; Lofthouse, 2018; West, 2016), would benefit from exploration to 
examine how assessment can exist without any detrimental effect to the mentoring process. 
The particular constraints, associated with mentoring student teachers within ITE, of time 
and the need for a student teacher to be assessed by their mentor in the practice of 
teaching, whilst on placement, work against the development of those fundamental relational 
aspects which are central to a successful mentoring process and thus we are continually 
creating ‘anti-mentoring’ contexts (Malderez, 2015) for our student teachers. The constraint 
of a placement being time bound is immovable given professional body requirements and 
programme structures so it is necessary for providers to consider this explicitly. However, 
the constraint of a mentor being responsible for formally assessing a mentee is movable. 
The specific constraints on mentoring processes within ITE need to be explored by providers 
and their partnerships to identify those which are immovable and those which we only 
perceive to be immovable because that is how they have always been done. Once the 
constraints are identified then approaches can be developed which take account of not only 
what we know about the importance of the relational aspects within the process but which 
also acknowledge the potential of what mentoring can bring to a mentor and their context. If 
the potential impact of what a more progressive style of mentoring can bring (Lofthouse, 
2018; West 2016) was recognised by mentors and their schools then it would work some 
way to address some of the wider issues which providers face, for instance, of recruiting 
host schools (Lofthouse, 2018). If the value of mentoring was more widely understood and 
more schools offered to host placements then mentor selection would be more feasible. 
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Rigorous mentor selection has been recognised (DfE, 2016, Hobson et al., 2016) as a factor 
which is responsible for the variance in quality of mentoring experienced by mentees.  Once 
the fundamental nature of the relationship aspects was understood by all participants, and 
those arranging placements around them, then from the outset participants would be more 
inclined to work pro-actively towards the construction of that positive mentoring relationship 
and work against any aspects which undermined it.  
Providers and their partnerships need to re-revisit their mentoring structures, dismantle and 
re-construct them, building on the ideal (Lofthouse, 2018, p255) foundations. We know that 
the mentoring structure needs to be fit for purpose for the individuals (Korthagen, 2017) in a 
working environment so a pragmatic stance is needed. That pragmatic stance, however, 
needs to start with the ideal rather than dismissing it because that scenario is not 
immediately seen as workable. Current mentoring practice is largely built on an 
apprenticeship model which is no longer fit for purpose but, despite research indicating that 
a different approach is necessary, it is still relied on and supported by government language 
(DfE, 2016; DfE 2019c) where ‘trainees’ ‘receive’ mentoring. To do the best by our students, 
colleagues, schools and ultimately our pupils, we must work to ensure consistently pro-
mentoring contexts, find ways of fostering, developing and protecting the relational aspects 
of the mentoring relationship whilst working within the constraints that we have to work with. 
2.7 Implications for the Future 
 
Several studies have suggested that mentors are more likely to be able to employ effective 
mentoring strategies where they have undertaken an appropriate programme of mentor 
preparation (Crasborn, Hennisson, Brouwer, Korthagen & Bergen, 2008). Bullough (2005) 
concluded from his study of being and becoming a mentor that 
mentor preparation needs to go beyond ‘training’, traditionally conceived as 
behavioural inculcation without insight (Tomlinson, 1995), and should include 
planned strategies to assist individuals in developing their identities as mentors. 




However, the standards for mentors (TSC, 2016) repeatedly use the word ‘training’ within 
their guidance e.g. 
We agree with Carter’s findings that the best programmes give careful thought as to 
how to train and value mentors effectively – both when teachers become mentors 
and on an on-going basis. This goes beyond the course structure, assignments and 
paperwork: effective training supports mentors to further improve their practice by 
training them in how to deconstruct and articulate their practice, how to coach and 
how to support and assess trainee teachers effectively. 
(TSC, 2016, p7) 
As does the Early Career Framework with their commitment to rolling out ‘fully funded 
mentor training’ to support early career teachers (DfE, 2019b). Whilst the acknowledgement 
for the need for quality mentoring is evidenced by this, it also suggests that the DfE believes 
in ‘behavioural inculcation without insight’ (Tomlinson, 1995, cited in Hobson et al., 2009, 
p212) as an effective way forward for mentor development. This overlooks the inherent 
complexities of the process discussed earlier in the chapter. 
According to Hobson et al. (2009, p214) 
Research has found that mentor preparation programmes are extremely variable in 
nature and quality (e.g. Abell et al., 1995), often focussing more on administrative 
aspects of the role than on developing mentors’ ability to support and facilitate 
mentees’ professional learning; often they are not compulsory, and are poorly 
attended (Feiman, Nemser and Parker, 1992; Hobson et al., 2006). 
Consequently, there is a need to develop our understanding of the attributes and practices 
which may assist in understanding successful mentoring relationships and to develop 
models of useful mentor/mentee preparation, rather than training, which go beyond the 
administrative aspects of the role. 
Within the preparation for placement we need to examine and support how students 
negotiate their understanding of what is learnt at university, what is learnt in schools and 
how to reflect upon these experiences in the development of their professional identity as an 
emerging teacher. To develop teaching practice, rather than maintain the status quo, 
students need to be supported in developing their own identity, rather than mimicking 
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another’s, without a depth of understanding of why that teacher might practise in that way. 
Research-informed practice development clearly has a role to play in teacher education 
(Lofthouse, 2018). It is therefore important that we encourage students to make the link 
between theory and practice to develop their understanding and to help them think deeply 
about their developing pedagogies (Hudson, 2009). It would follow that, with their own focus 
on research and research-based practice, universities are clearly in a strong position to 
support students, mentors and schools. With ITE moving predominantly into the hands of the 
school (DfE, 2016) then there is potential for the role of research within mentor development 
to be diminished. Indeed, the standards for mentors (TSC, 2016) make no mention of the 
need for an understanding of the theoretical perspective and the Early Career Framework 
(DfE, 2019, p24) states that learning from educational research is only ‘likely to support 
improvement’. This might infer that copying another’s practice, without reference to 
underpinning research, might be sufficient to make the transition from student to effective 
teacher. However, we need to support students effectively in making links between areas of 
their learning and also to develop autonomy in being able to reflect upon various aspects of 
their personal practices and emerging identities as teachers. In Sewell’s advice to student 
teachers he invites each to ‘consider yourself to be an active partner, responsible for your 
own learning and shaping your own progress.’ (2008, p41). 
There is a need to explore, with university-based tutors, students and school-based mentors 
the idea that knowledge is constructed together; investigate contexts in which mentors work 
with one another, and with beginners, in order to accomplish joint work, not just in order to 
mentor or be mentored but to develop pedagogy and practice.  
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Chapter Three: Methodology  
 
In adopting Danemark et al.’s (2002, p4) stance whereby metatheory should feature centrally 
in the planning of a social science study, to negate the risk of a project being carried out in 
an unsystematic and ‘inconsequent manner’, there was a need to establish the links 
between my ontological and epistemological starting points and my research. In referring to 
Danemark et al.’s (2002) position as a guiding principle in the planning of my study, then it 
seemed logical that my ontological and epistemological starting points needed to be 
established, and made explicit, before the connections between them and the practical 
research work were clarified. According to Grix, (2010, p59), ontology is the starting point of 
all research and is about what we may know (p63). Blaikie (2000, p8) offered a fuller 
description of ontological claims: 
Claims and assumptions that are made about the nature of social 
reality, claims about what exists, what it looks like, what units make it 
up and how these units interact with each other. In short, ontological 
assumptions are concerned with what we believe constitutes social 
reality. 
 
Based on Blaikie’s description, my ontological stance, in this context, recognised the social 
reality where students were mentored, as part of their education, whilst making the transition 
to teacher. My ontological stance was also fundamentally anti-foundationalist, being aligned 
with the understanding that 
not all social phenomena are directly observable; structures exist that 
cannot be observed and those that can may not present the social 
and political world as it actually is 
(Marsh and Smith, 2001, p530) 
 
The mentoring process was described within institutional documentation and, from reading 
that, it would appear to be a straightforward process. My ontological stance recognised that 
the mentoring process was more complex than the guiding documentation suggested and 
that much of that process was ‘hidden’; sometimes hidden from the participants themselves. 
The mentoring of students, in my study, directly involved them, their mentors, the settings in 
which they were placed and the institute of higher education whose programme they were 
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enrolled upon. The mentoring process is a central aspect of a student teacher’s education, 
(Ambrosetti (2017); Birrell (2013); DfE (2016); Hobson et al. (2009)). A student was usually 
assigned only one mentor in school and consequently, the relationship could be powerful 
and intense (Stanulis and Russell, 2000). My claim was that much of what happened within 
that mentoring process was not scripted, it went beyond the published guidance and was 
often a process which was then improvised when these ‘units’ (Blaikie, 2000, p8) interacted 
with each other. I believed the nature of the social reality of mentoring was laden with hidden 
aspects which could impact upon both the mentee and the mentor, subsequently affecting 
the mentee’s successful progress in the transition from student to teacher and the mentor’s 
desire to continue mentoring.  
According to Bateson (1977, cited in Scully, 2002, p10), ‘You cannot claim to have no 
epistemology. Those who so claim have nothing but a bad epistemology’ which further 
supported the necessity to articulate my epistemological stance clearly. Epistemology is 
‘how we come to know what we know’ (Grix, 2010, p63) or how we know things and how we 
think we know things (Keeney, 1983, p13); my epistemological stance was interpretivist. I 
came to know what I knew at the outset of my project from having been a student teacher, 
my role as a student mentor in schools once a qualified teacher, and latterly, as a teacher 
educator, supporting students, and mentors, both in school and at university. As described 
within the introduction, I had often observed students be passive participants within the 
mentoring process when, for example, they might sit quietly and listen to feedback rather 
than willingly engage in a discussion surrounding their feedback. At times, I had witnessed 
unexpected emotional responses to, for example, what I would have thought to be a 
straightforward question about their experience. This would suggest that what appeared to 
be a straightforward question, to the asker, may not have been perceived as straightforward 
to the recipient. This relates directly to the idea that structures observed may not present the 
social world as it is (Marsh and Smith, 2001, p530). In addition, I had also listened to the 
stories of students when they had returned to university from placement. I, in turn, made 
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interpretations of these experiences (Giddens, cited in Hollis, 1999, p146). Subsequently, I 
came to realise that there must be hidden aspects of mentoring which were not 
encapsulated within the process’ guidance, appearing instead to be related to other, less 
tangible and more slippery, aspects, such as a mentor’s approach to giving a student 
feedback about their performance. These examples underlined to me the need for a broadly 
interpretivist stance in an effort to understand, and ultimately explain, the resultant 
perceptions. Grix’s (2010) description of the interpretivist’s concerns, and the associated 
inherent complexities, further supported my understanding that my research would be 
aligned with an interpretivist epistemology. According to Grix (2010, p83), interpretivists are 
concerned with subjectivity, understandings, agency and the way in which people construct 
their social worlds, acknowledging inherent complexities involving elements of uncertainty. 
This suited my study as I would be investigating my participants’ subjective understandings 
of their own experiences and consequently their subsequent courses of action which would 
be dependent on their own perceptions. The social world of mentoring is as complex as the 
units within it and uncertainty would naturally arise from consideration of the multiple truths 
arising from that world. I would need to be prepared for the contradictions and 
inconsistencies evolving from such research in the knowledge that I was not searching for 
universal laws or indeed any certainty about how the process worked. As stated by Grix 
(2010, p83), 
To caricature things a little, interpretivists’ explanations are likely to 
be messy rather than nice and neat. They might be open ended 
rather than complete. 
 
My work clearly resonated with what Cook (1998, p99) described  
Much of the research literature seemed to portray rather neat models 
that whilst allowing for some revisiting and re-evaluation, did not 
seem to describe the period of complete jumble that people in the 
group had experienced at certain times during their research. Most of 
us felt that this was the fundamental bit in the whole process yet to 





3.1 Research Paradigm 
 
According to Grix (2010, p79), 
research paradigms, that is, our understanding of what one can know about 
something and how one can gather knowledge about it, are inherent in every 
single approach to the study of society.  
Whilst considering how I would be able arrive at an understanding of what makes up the 
hidden aspects of mentoring I examined the opposing paradigms of positivism and 
interpretivism (Denscombe, 2002) and a third, post-positivism (Guba and Lincoln 1998; 
Marsh and Furlong 2002; Robson 2002), to locate my research project. Grix (2010, p79), set 
out the three positions on a continuum: moving from left to right (from positivist to 
interpretivist positions), moving from approaches attempting to ‘explain’ social reality to 
those seeking to ‘interpret’ or ‘understand’ it:  
 
Explanation  Understanding 








Grix (2010, p79) suggested that  
these categories are broad and often overlap; for example, 
interpretivism is post-positivist, but it is a distinct paradigm linked to 
understanding in research. Also, the clear distinction between 
‘explanation’ and ‘understanding’ should only be taken as a guide, as 
many interpretivists seek to explain and positivists would hope their 
analyses help us understand social phenomena. 
 
It was reassuring to me that there was a readiness to accept that the categories do overlap 
as it would potentially prove difficult to align the whole research project within one distinct 
category if that was not the case. 
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According to Hollis (1999, p41), 
positivism is a term with many uses in social science and philosophy. 
At the broad end, it embraces any approach which applies scientific 
method to human affairs conceived as belonging to a natural order 
open to objective enquiry. 
The human affair of the mentoring relationship could be perceived as ‘belonging to a natural 
order’ if we were able to concur those students and mentors progressed along the same 
linear path, from the beginning of the mentoring process to the end, as described within the 
documentation. As the mentoring process was not entirely captured by that guiding 
documentation but was as varied and individual as the participants involved then the process 
could not be described as belonging to a ‘natural order’. Understanding the mentoring 
process was not open to objective enquiry because actions could not be separated from the 
actors and how they perceived themselves. Denscombe (2002, p14) stated that positivists 
believe ‘there are patterns and regularities, causes and consequences, in the social world 
just as there are in the natural world’, I would argue that these exist in singular relationships 
between mentors and their mentees but they do not necessarily transfer across from one 
mentoring relationship to another, given the individual nature of each mentoring relationship.  
In considering each of the basic assumptions of positivism, as summarised by Bryman 
(2004, p11):  
• Only phenomena and knowledge confirmed by the senses can be 
warranted as knowledge (phenomenalism) 
• Theories are used to generate hypotheses that can be tested and 
allow explanations of laws to be assessed (deductivism) 
• Knowledge can be produced by collecting facts that provide the 
basis for laws (inductivism) 
• Science can and must be conducted in a way that is value free 
and thus objective. 
• There is a clear distinction between scientific and normative 
statements 
 
within the specific context of my research project, I could identify one aspect of alignment. At 
the beginning of the process, my interest arose from the phenomena of students’ emotional 
responses and passive behaviour when I visited them in school. According to Bryman’s 
(2004, p11) assumptions of positivism, this could therefore be warranted as knowledge; this 
92 
 
was an aspect of a positivist approach apparent in my work. However, considering the 
remaining assumptions, my work would not be aligned with a positivist approach beyond 
that. My research did not progress from that initial identification of phenomena with 
hypotheses to be tested but instead, with questions to be addressed by developing an 
understanding of how participants in the process perceived that process, and each other. 
This understanding could not be gained by collecting facts about the process, but by 
listening to the participants’ voices. I was interested in the lived experiences of mentees and 
mentors, in an effort to understand what the hidden aspects of mentoring were, these were 
not experiences which could always be ‘observed’, or heard directly, at first hand, and could 
not be collected as ‘facts’. The positivist approach which ‘seeks to reduce everything to 
abstract and universal principles, and tends to fragment human experience rather than treat 
it as a complex whole’ (Ryan, 2015, p25) would be at odds with one which sought to 
investigate any lived experiences. Even if I were able to observe these experiences, I still 
would not be in a position to understand what the participants’ perceptions of those 
experiences were, without engaging in a dialogue with them. I understood that there was not 
a ‘truth’ to be uncovered but rather ‘truths, according to my participants’, their own 
interpretations of their experiences. According to Beck and Bonß (1989, cited in Flick, 2018, 
p5) ‘science no longer produces ‘absolute truths’ which can uncritically be adopted.’ Within 
my research, I knew I would not be seeking absolute truths but the truths of my participants, 
illustrative of an anti-positivist stance.  
As a tutor, involved directly in the mentoring of students, it would be challenging to conduct 
the research in a way that was value free, again this was not aligned with a positivist’s 
approach. I acknowledged that I would need to be aware of any subjective stance within my 
research and be ready to reflect upon the impact of that subjectivity e.g. in the selection of 
which aspects of a participant’s responses which I found interesting and those which I 
deemed not to be interesting and would consequently pay less attention to. According to 
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Freud (1958, p112, cited in Flick, 2018, p126) it would be central to the integrity of a project 
that pre-conceived ideas and assumptions would need to be recognised and put aside: 
as soon as anyone deliberately concentrates his attention to a certain 
degree, he begins to select from the material before him; one point will 
be fixed in his mind with particular clearness and some other will be 
correspondingly disregarded, and in making this selection he will be 
following his expectations or inclinations. This, however, is precisely 
what must not be done. In making this selection, if he follows his 
expectations, he is in danger of never finding anything but what he 
already knows; and if he follows his inclinations, he will certainly falsify 
what he may perceive. 
 
My initial intuition, ‘broadly defined as extra-rational ways of knowing, honed from 
experience’ (Ryan, 2015, p37) was that there must be some aspects of the process which 
were unsettling for students, however, beyond that I had no expectations of what it was that 
was happening. Consequently, I was not setting out to prove a hypothesis about what was 
happening within the mentoring process but to investigate what was happening. I was 
therefore able to approach the investigation with a level of objectivity, being prepared to 
listen to the participants in an effort to find out, whilst recognising that I needed to be aware 
of any subjectivity, arising from my own mentoring experiences. I was aware that I might not 
be in a position to be able to explain all of those experiences but rather, I could work towards 
offering possible explanations for discussion, thus raising awareness in the participants. As a 
researcher who had worked in the field, and been in the position of the participants 
themselves, my suggested explanations could not be from an entirely objective stance but I 
would argue that that brought a depth of understanding, and insight, to my research. This 
was in direct conflict with Freud’s stance in that I believed my subjectivity would support my 
interpretations. At this point I recognised that I would be interpreting the interpretations of my 
study’s participants and Hollis (1999, p146) explained that positivists do not recognise what 
Giddens termed ‘the double hermeneutic’, the act of interpreting an actor’s perception or 
interpretation, effectively an interpretation of an interpretation. My research would be based 
on my interpretation of participants’ interpretations and could consequently be described as 
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an example of Giddens’ term, ‘the double hermeneutic’ and not recognised as valid by 
positivists. 
As also indicated earlier on Grix’s continuum (2010, p79) ‘Positivists lay great emphasis on 
explanation in social research, as opposed to understanding, and many believe that the ‘real 
purpose of explanation is prediction’ (Rubinstein, 1981, p11). Before being able to offer any 
explanations for the phenomena, what was happening within the process of mentoring 
needed to be illuminated and understood, beyond that which was described in the guidance, 
and so my research would seem to precede any possible positivist approach. My research 
would not result in specific predictions but in exposing and identifying, for example, areas of 
tension. My research would subsequently support mentees and mentors in developing an 
awareness of, for example, what the trigger points for areas of tension might be and 
consequently develop an understanding of how their actions might appear to, and impact 
upon, each other thus supporting participants in dealing with identified areas of tension 
proactively. 
Given that my research was aiming to not only understand but to offer explanations of 
observed phenomena then it would appear to lie some way between positivism and 
interpretivism: 
Since the 1970s, a powerful alternative to both positivism, with its 
search for regular laws, and interpretivism, with its emphasis on ‘the 
interpretation of meaning’ (Sayer, 2000, pp2-3), has grown in 
importance. Put simply, critical realist scholars have attempted to 
combine the ‘how’ (understanding – which is linked to interpretivism) 
and the ‘why’ (explanation – which is linked to positivism) 
approaches by bridging the gap between the two extremes (May, 
2001, pp15–16). 
(Grix, 2010, p85) 
Others, (Henderson, 2011; Ryan, 2015), in addition to Sayer (2000), Grix (2010) and May 
(2001), also saw post-positivism as an understanding which sits between interpretivism 
and positivism. Henderson (2011) believed that post-positivism addressed overly subjectivist 
ontological and epistemological stances prevalent in interpretivism. My research would be in 
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sympathy with an interpretivist stance as I initially sought to understand what was happening 
and then during the phase of data analysis would move towards a positivist stance as I 
looked to explain why that was happening, consequently resulting in the post-positivist 
stance of a critical realist. 
My research principles were aligned with those of post-positivist research being described by 
Ryan (2015, p23) as those which 
emphasise meaning and the creation of new knowledge, and are 
able to support committed social movements, that is, movements that 
aspire to change the world and contribute towards social justice. 
I would be endeavouring to illuminate, understand and offer explanations for what happens 
within the mentoring process with a view to empowering mentees, ultimately impacting upon 
their own practice positively and therefore the lives of the children they teach. 
It was therefore evident that my approach to my research would be aligned with an 
interpretivist epistemology, other than my initial starting point, arising from phenomena 
witnessed by my senses; deemed as knowledge from a positivist’s position. 
3.2 Constructivist Grounded Theory 
 
Glaser and Strauss (1967) were responsible for the conception of Grounded Theory. Glaser 
and Strauss stressed that the ambition of Grounded Theory was not to verify a preconceived 
theory, but rather to endeavour to discover a theory arising from the analysis of data. 
Subsequently, the researcher would arrive at a hypothesis (in the form of a theory) at the 
conclusion of the research. According to Kenny and Fouire (2014, p1) 
To achieve this objective Glaser and Strauss insisted that the 
researcher must approach the study inductively, with no 
preconceptions to prove or disprove, in order to uncover (and 
ultimately conceptualise) the principal concern of participants. The 
methodology stipulated that the researcher should not know (or 
predict) in advance where the unfolding research will lead or what the 
concluding hypothesis would encompass 
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As my project initially set out to investigate what was happening, rather than verify what was 
happening, it was aligned with a basic principle of Grounded Theory. However, I could not 
pretend that I would not have preconceptions about what was happening, and why, as I had 
extensive experience within the field, as a professional who had performed both of the roles 
held by the study’s participants. This would be at odds with Grounded Theory in terms of my 
ability to discover a theory in that I might well have had pre-conceived ideas about how 
something was, or should be, which in turn would affect my interpretation of the data. 
Urquhart and Fernandez (2013) felt that the idea of the researcher as a ‘blank slate’ was a 
misleading idea which plagues Grounded Theory and Charmaz (2014) believed that the 
notion was not a realistic proposition. As a researching professional, my position further 
resonated with Cook’s (2009, p287) statement, ‘Stakeholders are not separate from reality; 
their reality is the dynamic part of the picture and it is their notions of reality that ultimately 
shape practice.’ I was not separate from the reality of the field which I set out to examine and 
my notions of that reality would be the dynamic part of my interpretation of the data. My 
experience would actively support me in constructing theory based on the emerging data as 
I could not be an ‘objective’ observer but instead would be an interpreter, with prior 
knowledge of the field, which would support me in making sense of the date, reflecting upon 
it and thus informing my interpretations of it. There would be multiple versions of reality 
arising from my research and, with my professional experience, I would not be separate from 
those realities as I worked to interpret them. I would be engaged in dialogue with my 
participants, about a world where I had direct personal experience. However, I believed my 
experience as a professional in the field would proactively assist me in being able to actively 
construct a Grounded Theory, This further resonated with Charmaz’s constructivist 
interpretation of Grounded Theory (Charmaz, 2006, pxi).Charmaz rejected Glaser’s 
underlying philosophy of discovering an implicit theory, proposing that ‘neither the data nor 
the theories are discovered’ and stated that ‘we construct our grounded theories through our 
past and present involvements and interactions with people, perspectives and research 
practices’ (Charmaz, 2006, p10).  I was reassured of this by Timonen et al. (2018, p3): 
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Where classical GT [Grounded Theory] asserts that theory emerges 
from data, and is drawn out by the researcher in her role as a 
detached, yet reflexive scientific observer, CGT [Constructivist 
Grounded Theory] fully implicates the researcher in generating data 
and theory. 
 
Charmaz adhered to the understanding that ‘the pragmatist foundations [of Grounded 
Theory] encourage us to construct an interpretive rendering of the worlds we study rather 
than an external reporting of events and statements’ (Charmaz, 2014, p339). Constructing 
that interpretive rendering of the world of mentoring in ITE would be enhanced by the 
researcher having a deep professional understanding of that world. However, I did take the 
term ‘Grounded’ seriously, as advised by Timonen et al (2018, p6) in that my study had ‘to 
remain open to new, unanticipated findings and avoid ‘hypothesis testing’ style of inquiry’. 
Remaining open to the data was something I had to keep at the forefront of my mind as the 
study progressed. A specific example of that was after Phase 1 of my data collection, when I 
had conducted my student focus groups. An aspect that arose from those focus groups 
which I wanted to investigate further was that students had discussed incidents during the 
mentoring process which had distressed them or affected them emotionally. I wanted to be 
able to explore that with in the questions that I constructed for the population of students but 
I did not want to imply a certain type of answer so, instead of asking whether they had been 
upset by any aspect of the mentoring process I asked if they had been ‘unsettled’ as I felt 
that was a broader question which did not imply a particular type of response but would 
allow them to discuss being upset at that point if that had been the case. Throughout the 
analysis of the study’s data, I found that my existing knowledge was useful to me in working 
out what was going on in it which was aligned with the thoughts of Timonen et al. (2018, p6), 
‘Existing knowledge and even “hunches” about possible explanations for what is going on in 
the data can help us to make better sense of the data.’ Charmaz also moved away from the 
‘methodological rules, recipes, and requirements’ of Strauss’ highly systematic coding 
process as she perceived this to be too prescriptive (Charmaz, 2006, p9). Instead Charmaz 
proposed more flexible ‘guidelines’ which would ‘raise questions and outline strategies to 
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indicate possible routes to take’ (Charmaz, 2006, p. xi). Thus, she departed significantly from 
both Classic and Straussian Grounded Theory, reconfiguring it as Constructivist Grounded 
Theory. With that came the understanding that a Grounded Theory researcher cannot be an 
impartial observer, as they inevitably yield an interpretive influence over their analysis, and 
actively construct, rather than neutrally discover, a Grounded Theory.  
In conclusion, to broadly summarise underpinning of my project’s methodology, it would sit 
within anti-foundationalist ontological and interpretivist epistemological stances aligned with 
a post-positivist paradigm. My subsequent approach was aligned with the principles of 
Constructivist Grounded Theory (Charmaz, 2006). 
As discussed, this study focused on an environment that was inherently complex, driven by 
human interaction and the social construction of shared understanding. As such, a 
qualitative approach consistent with interpretive inquiry offered this study the most 
appropriate methodology to explore and investigate meaning, associated with the 
experience of the people involved (Flick, 2018; Lincoln & Guba 1985). Robert-Holmes (2008) 
highlighted the value of interpretive research where complex relationships exist and referred 
to the ideas of Weedon (1987) on the chaotic and often irrational nature of such 
environments, to support his claim that the multiplicity of interaction leads to multiple 
understandings that add validity to the research. He also referred to Hughes (2001) to 
emphasise the validity of this knowledge where it represented the authentic and true voice of 
the participants. 
The view that knowledge is hard, objective and tangible will demand 
of researchers an observer role, together with an allegiance to the 
methods of natural science; to see knowledge as personal, 
subjective and unique, however, imposes on researchers an 
involvement with their subjects and a rejection of the ways of the 
natural scientist. To subscribe to the former is to be positivist; to the 
latter, anti positivist. 
(Cohen, Manion & Morrison, 2010, p7) 
The intentions of this study were consistent with the ideas of Cohen et al (2010) described 
above where the interpretive researcher ‘begins with individuals and sets out to understand 
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their interpretations of the world around them. Theory is emergent and must arise from 
particular situations’ (Cohen et al., 2011, p18). Working with experience and knowledge, and 
where theory evolves into a set of meanings that provide insight and deeper understanding 
of people’s behaviour is consistent with an interpretivist’s approach. This interpretive 
perspective, as opposed to those aligned with positivist normative paradigms, had the most 
appropriate underlying philosophical framework to successfully guide this process of 
investigation. However, in adopting an interpretive research model there was a need to be 
aware of the criticism that had been levelled at such approaches in order to minimize 
weakness in the research and confidently defend the validity of its findings. 
Educational research has been heavily criticised in the past by the positivistic social science 
lobby (Argyle 1978; Bernstein 1974) for its inconclusive and highly subjective attempts to 
identify a definitive basis to describe the learning and teaching process.  However, in a 
paper that recounted the aftermath of the ‘Paradigm Wars’, Gage (1989) provided a strong 
retrospective defence of the interpretive model: 
Scientific methods can be applied only to natural phenomena that are 
stable and uniform across time, space, and context in a way 
obviously untrue of the human world of teaching and learning…. we 
should not search for the kind of prediction and control that scientific 
method might yield but rather for the kind of insight that historians, 
moral philosophers, novelists, artists, and literary critics can provide. 
(Gage, 1989, p152) 
 
Bassey (1999) believed that more recent criticism of educational research, and its 
interpretive foundations, was inextricably linked to the lack of a widely accepted definition of 
what it was in terms of its specific purpose and focus. In support of its credibility he 
suggested that there were several forms (sociological, psychological, historical, economic, 
action research) all of which could be ‘seen as informing educational judgements and 
decisions in order to improve educational action’ (Bassey, 2011, p149).  The educational 
action which this study set out to improve was the model of mentoring practice, employed by 
University X, in supporting students making the transition to qualified teachers. 
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A final point, as I provided a justification for my approach to this research, was to return to 
the closing comments of Gage (1989) where he reminded us that the end concern of 
educational research, aside from the philosophical position it takes, is a moral obligation to 
ensure that positive outcomes for children are ensured. It is a perspective that I held to 
strongly and the aim of research that ultimately focussed on supporting student teachers 
must also impact upon the learning and well-being of the children whom they teach. 
3.3 Research Design 
 
According to Denzin and Lincoln, (2000, p3), 
Qualitative researchers study things in their natural setting, 
attempting to make sense of, or to interpret, phenomena in terms of 
the meanings people bring to them. 
 
A qualitative study, consistent with the interpretive paradigm, should follow a process of 
inquiry conducted in natural settings that aims to build understanding of social phenomena 
by formulating a complex, holistic picture using detailed reporting of the participants’ views 
(Cresswell, 2003). There was further agreement (Denscombe 2005; Denzin & Lincoln 1994,) 
that qualitative data consists of discourse and text that may result from close observation, 
interview and careful documentation. The concern here was with the meanings that would 
emerge through the thoughtful analysis of this data and an acceptance that the outcome 
may not be a scientific generalization but a deeper contextual understanding. 
As my study was located within the field of the mentoring process of students, making the 
transition to becoming teachers, being mentored by school-based mentors in one 
university’s partnership then it could be assumed that my study would be a ‘case study’ 
(Flick, 2018, p118). However, it needs to be noted that even though all of the student 
participants were located within our partnership a number of the mentors had worked with 
other institutions and so their mentoring experiences might not have been solely in working 
with our students, consequently this could not be a case study in its purest form. Despite 
this, the action orientated perspective of case study methodology did resonate with my work 
and I proposed to employ a case study approach to this piece of research. Yin (1984) 
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suggested that there were several types of case study defined by the nature of their 
outcome: exploratory, descriptive and explanatory. I would be exploring the nature of 
student/mentor relationships; describing those relationships and then offering explanations 
which would inform mentor training and thus contribute to models of effective mentoring. 
Cohen, Manion & Morrison (2010, p256) referred to views of Adelman et al (1980) in 
suggesting the action orientated perspective of case study work as being a particular 
strength, 
Case studies are a ‘step to action’. They begin in a world of action 
and contribute to it. Their insights may be directly interpreted and put 
to use; for staff or individual self development, for within institutional 
feedback…. and in educational policy making. 
 
Case study research, according to Bassey (1999), does not rely on specific methods of data 
collection or analysis but draws from an eclectic range that is practical and fit for purpose. 
Bassey (1999, p81) suggested that the underlying methodology for collecting data should be 
one of ‘asking questions and listening intently to the answers’.  
The study design would be dictated by the research aims, introduced in 1.6 Research Aims 
(p22) and replicated here as a reminder: 
• explore the mentor-student relationship within assessed school-based 
placements on a University-based ITE provider’s (University X) Initial Teacher 
Education Programmes, in the northeast of England 
• identify and explore the features of what students, and school-based mentors, 
perceive to be effective mentoring 
• identify the barriers to effective mentoring 
• develop a conceptual framework, emerging from the data, which would underpin 
a model of mentoring to support students in the mentoring process and in turn 
support mentors in achieving ‘mentor standards’ (TSC, 2016)  
 
which were concerned with the experiences of student teachers, and mentors, with respect 
to the mentoring process. The rationale was related to a reflective approach to improving 
practice and how, as a provider of Initial Teacher Education, University X might further 
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support student teachers in their transition from student to qualified teacher. Hence, a step 
into action. 
According to the Department of Health and National Assembly for Wales’s publication, 
Research Governance Framework for Health and Social Care (2009, cited by Northumbria 
University, 2017, p8) ‘Research can be defined as the attempt to derive generalisable new 
knowledge by addressing clearly defined questions with systematic and rigorous methods’. 
Cohen, Manion & Morrison (2011), suggested that research, when combined with 
experience and reasoning, can lead to a deeper understanding in a search for truth. This 
study represented such an approach where the overarching research questions: 
• What happens when students are mentored? 
• How do mentors support students effectively in becoming 
competent teachers? 
stemmed from my personal experience and where reasoning and reflection were integral to 
this professional practice. Consequently, the process of research in this case was guided by 
interpretative principles and enriched by experience.  
As research is ‘an organised, systematic and logical process of inquiry, using empirical 
information to answer questions’ (Punch, 2009 p10), incorporating four main features, 
outlined below: 
• Framing research by research questions 
• Determining what data are necessary 
• Designing research to collect and analyse those data 
• Using data to answer the questions 
 
then in order to address the study’s aims, the two key research questions initially identified 
framed the research. 
• What happens when students are mentored? 
• How do mentors support students effectively in becoming 
competent teachers? 
According to Punch’s (2009) model of research, the process ends when those initial 
questions are answered, however, in my experience those answers then informed further, 
more focussed, research questions. These became a set of sub-questions, designed to 
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assist in addressing the over-arching research questions, framing the research, and 
ultimately the study’s aims more effectively:  
• What do mentors and students perceive to be effective support for students 
making the transition to teacher? 
• What do mentors and students understand about the role of the mentor? 
• What do mentors consider to be the desirable attributes of a mentee? 
• What do students consider to be the desirable attributes of a mentor? 
• What aspects of the mentoring process do students and mentors find 
challenging? 
• What do students do to ensure that the mentoring experience is positive? 
 
These further research questions were generated after what became an initial pilot of data 
collection, in student focus group discussions. I had intended to gather students’ views via 
focus group discussions, however, I realised quite quickly that I needed to change my data 
collection methods, this was also aligned with the study’s constructivist grounded theory 
approach (Charmaz, 2014; Timonen et al., 2018):  
it is the immediate interpretation of collected data that provides the 
basis for sampling decisions. These decisions are not limited to 
selecting cases, but also comprise the decisions about the type of 
data to integrate next and – in extreme cases – about changing the 
method 
(Flick, 2018, p127).  
The reason why I changed the method was because the data that was yielded from the 
students’ focus group discussion was not addressing the study’s aims sufficiently, this will be 
explained further later in the chapter. What I learned from the focus group discussions 
impacted upon the next round of data collection from student participants, in the form of 
questionnaires to whole cohorts. The focus group responses clarified not only what to ask 
the students but how to frame the questions. Thus, the research process was not linear but 
spiral, as reflected by Kemmis and McTaggart’s action research spiral (see  








I was engaging in action research given Carr and Kemmis’ (1986, p162) definition of that as 
‘simply a form of self-reflective enquiry undertaken by participants in social situations’ with 
the purpose of:  
• Improving practice 
• Improving understanding of practice 
• Improving the situation in which the practice takes place. 
 
I was involved as a ‘researching professional’ (Wellington & Sikes, 2006, p725), researching 
the mentoring process with the aim of effecting positive change in my own practice and 
practice that I was directly involved in. Thus, it made sense that my observations and 
reflections, on particular situations, would be ongoing and never-ending if I was committed to 
continually developing that educational practice in the socially active context (Atkins & 




3.4 Conceptualisation of the Methodological Approach 
 
Revisiting the study’s methodology at this point highlighted to me that this would be an 
appropriate point at which to bring my approaches together and be clear about my 
positionality as a researcher, before addressing the data collection tools used. In order to do 
this, I constructed an image (Figure 13: Conceptualisation of the methodological approach, 
p107) to assist me in articulating my stance and approach. 
I entered into the study as a ‘researching professional’ (Wellington & Sikes, 2006, p725), 
engaged in research informed by the principles of action research (Carr & Kemmis,1986), 
understanding that to be:  
…a form of collective self-reflective inquiry undertaken by participants in social 
situations in order to improve the rationality and justice of their own social or 
educational practices, as well as their understanding of these practices and the 
situations in which these practices are carried out. 
(Kemmis and McTaggert,1990, p5) 
 
This understanding chimed with my study as I was to be engaged in a self-reflective inquiry 
of the educational practices, of which I contributed to, to inform my own practice and the 
practice of the community in which I worked. The self-reflective inquiry was collective 
because it involved me, as a university teacher educator, teacher mentors and mentees; 
those directly involved in the process of mentoring. The aim of this was to improve the 
quality of experiences for those involved in the mentoring process and ultimately the children 
they taught. 
I was working within the subject area of ITE within an Institute of Higher Education. The 
model represents the boundaries of both of those domains with dashed lines, denoting that 
the boundaries are not fixed, activity flows across these boundaries. The clearly defined, 
darker outer boundary describes the Institutional Space in which there are a number of 
faculties focussed on a variety of disciplines. The dashed line describing the cloud like space 
houses the area of ITE, sitting within a faculty which contains disciplines relating to Health 
and Life sciences, of which ITE is one. Its boundary is less strongly defined to demonstrate 
the softer grey edges in that there would be many more informal links between it and other 
106 
 
areas, whereas the Institutional boundary would be more defined in that the passage of 
activity from one institution to another would likely be more formal. My study sits within the 
ITE Partnership Space and the Mentor/Mentee relationship is an aspect of practice which 
sits within it. As the researching professional my focus is on the dark area which signifies the 
under explored and complex relationship between mentor and mentee. It is a case study by 
default as the area I investigated is encapsulated within one ITE partnership’s space. My 
intent was to metaphorically shine a light into that dark prism-like space and in turn that light 
would be refracted into its constituent colours. These colours represent the illumination of 
the dark space and identification of what was happening within it. Given that I had significant 
experience in the field I would work with those findings to construct an understanding of what 
was happening and use that to inform a framework for mentoring, thus my approach would 
also be informed by the principles of Constructivist Grounded Theory (Charmaz, 2014). 
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3.5 Focus Group Discussion 
 
A Constructivist Grounded Theory methodology would support the use of focus group 
discussions aimed at gathering experiences and providing the basis for a rich discussion. 
According to Barbour and Kitzinger (1999, p20), ‘any group discussion may be called a focus 
group as long as the researcher is actively encouraging of, and attentive to, the group 
interaction.’ The hallmark of focus groups being ‘the explicit use of group interaction to 
produce data and insights that would be less accessible without the interaction found in a 
group’ (Morgan, 1988, p12). I believed that participants would actively remind each other of 
their own experiences during the discussion and that an informal atmosphere would 
engender real conversation about the topic.  
The focus group stage generated a significant amount of useful information. Robert-Holmes 
(2005) presented a useful perspective on conducting interviews of a semi-structured nature 
which resonated with my approach to facilitating the focus group discussions where I also 
took on the role of interviewer. He suggested that the interviewer should adopt the role of 
facilitator encouraging the research participant to ‘speak their mind’ on issues that are 
pertinent to the study focus. 
The interviewer ‘gets the ball rolling’ and thereafter listens carefully, 
asking for development of issues as they arise during the 
conversation. Where necessary the interviewer will ask a direct 
question but the direction and content of the conversation stems from 
the research participant. 
Robert-Holmes (2005, p109) 
I facilitated 2 focus group discussions of students who had been mentored on at least one 
placement and 2 focus group discussions of school-based mentors. I over-recruited by 30% 
to allow for those who for any reason could not attend so that I had enough participants to 
form a representational group. I aimed for each focus group to be made up of 5 participants 
to sit comfortably at a circular table and so invited 7/8 to each meeting. Each meeting lasted 
between 45 minutes and an hour. I used focus groups to gather reasonable numbers of 
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people together to gauge multiple perspectives about the research topic which would 
potentially be emotive and lead to contrasting, if not conflicting, opinions. 
By ‘focus group’ I meant ‘organised discussion’ with a selected group of individuals to gain 
collective views about my research topic (Punch, 2009). I led the discussion using questions 
to initiate the discussion around the theme. The discussions were digitally recorded. I had 
initially thought I would take field notes during the discussions, as suggested as being useful 
(Flick, 2018) but I decided not to do that. Quite quickly, I found that taking notes prevented 
me from actively listening to my participants and from maintaining a level of informality 
(Puchta and Potter, 2004) to create a liberal climate where participants felt able to talk as 
freely as possible. I transcribed the discussions afterwards so that I was able to make any 
appropriate memos, which would not have been captured by the recording device. Given 
that I had not taken notes during the discussions it was important to do this as soon as I was 
able to. The focus groups were used to learn from the participants’ experiences and also to 
develop my understanding of the possible perceptions of the everyday language which was 
used within the discourse of ‘mentoring’. The reporting of findings would also demonstrate 
any relevant interactions between participants and potentially a consideration of how 
participants could influence each other. 
3.5.1 Ethical Dilemmas and Focus Groups 
 
I appreciated that there were ethical dilemmas surrounding the use of focus groups. It would 
be impossible to guarantee anonymity or confidentiality because all participants would know 
who each other were and hear each other’s contributions, even if they did not share them 
beyond the group. There were also particular challenges associated with focus group 
discussions such as complex verbal and non-verbal responses potentially proving to make 
analysis and interpretation problematic. In addition, there were contextual issues to consider 
for the different groups. The environmental context would be important to consider for 
mentor participants as they could be affected by their location. For example, University X 
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would not be a sufficiently neutral space for their discussions as it was a secure place for the 
researcher rather than the participants and they may not feel able to talk as freely. It would 
also incur a considerable investment of time for them in travelling to and from the university 
to participate in the discussions. The timing aspect was crucial for the student focus groups. 
There was a need to organise the focus groups when students had had experience of being 
mentored but not during placement when they were already experiencing considerable 
pressure and an increased workload. However, the discussions needed to be close enough 
to a placement so that their mentoring experiences to reflect upon were ‘fresh’.  I aimed to 
provide what I considered to be the optimum time, two weeks after the students had 
completed their placement and had also submitted their final assignment of the year. I 
provided refreshments for the four focus groups as I believed this would help to create a 
more relaxed atmosphere conducive to conversation and would also recognise the time they 
were giving. According to Cohen et al. (2011, p437), focus groups may discourage certain 
people from participating, for example those who are not articulate or confident but I hoped 
that, by the very nature of the profession they were either in, or entering, that they would be 
people who were generally happy about talking in a group.  
An interview guide was prepared but I was prepared not to have my questions covered and I 
expected that there would be areas of discussion covered which I had not anticipated. I 
undertook introductions for each participant and set out ground rules e.g. I asked them not to 
identify mentors, schools or student teachers or schools by name during the group 
discussion for ethical reasons. To ‘get the ball rolling’ (Robert-Holmes, 2005, p109) I began 
the discussions with an ice-breaker activity where I gave them images of famous fictional 
mentors to look at (Appendix 16: Focus Group Ice Breaker & Elicitation Exercise). This was 
also in line with Flick (2018) who noted that it was important to start a focus group with some 
kind of warm up activity. I asked them who they would choose for a mentor and why. This 
not only set the tone for a more relaxed conversation (Puchta & Potter, 2004) but elicited 
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their views on the ideal attributes of a mentor. I facilitated the discussions and thanked 
participants before summing up. 
An interpretivist paradigm ‘concentrates on the meanings people bring to situations and 
behaviour, and which they use to understand their world’ (O’Donoghue, 2007, pp16-17). This 
was my starting point in focus group discussions where interesting stories could be shared 
and participants would build on each other’s experiences (Morgan, 1988). However, it 
became clear after the student focus group discussion that I would need a wider 
understanding of what happened to students whilst they were on placement, in addition to 
those individuals’ experiences, to address the study’s aims. It became apparent that the 
students who accepted the invitation to participate were those who felt they needed to air a 
grievance. This led me to the understanding that I needed to elicit responses from a greater 
proportion of the whole population so that the sample would be more representative of that 
population, this would mean that I could then infer the project’s findings back to the 
population. Multi-method approaches are well documented in interpretive research (Lincoln 
& Guba 1985, Gorard & Taylor 2004) where triangulation techniques are generally 
considered to enhance validity of the data and so I considered how I could use what I had 
learned from the focus group discussions to inform further data collection.  What I was able 
to interpret from the sample who participated in the student focus group discussions 
impacted directly upon the questions then asked of the population of student teachers, this 




Although I knew that ‘no study can include everything; you cannot study everyone 
everywhere doing everything’ (Miles and Huberman, 1994, p27) I did realise that I needed to 
be able to gather data from a larger proportion of the student cohorts than was practicable in 
focus group discussions.  As described by Groves et al. (2009, p20), ‘a "survey" is a 
112 
 
systematic method for gathering information from (a sample of) entities’ and I needed a 
systematic tool which would potentially gather data from the whole population. 
Using questionnaires allowed me to gather responses potentially from whole cohorts of 
student teachers, the population I was interested in, rather than from a sample of that 
population. As I was more interested in the qualitative data contained within the responses, 
than quantitative descriptors, the questions were open to allow for responses containing 
detail and description of experience. According to Peterson (2000, p3) ‘An effective 
questionnaire is carefully structured to provide valid and reliable information at a reasonable 
cost.’ In this case the ‘reasonable cost’ equated to an efficient use of time for both 
participants and the researcher. As ‘the first - and overriding – guideline to follow when 
constructing a questionnaire is to make it easy to administer – consistent, of course, with the 
goals of the research project’ (Peterson, 2000, p102) I ensured that the questionnaire was 
contained within two sides of A4, it was carefully proof-read and well presented to ensure 
that the approach was consistent with a that of a professional. I included consent and 
permission within the questionnaire itself to ensure clarity for the participants. The target 
groups for the questionnaires were the two whole cohorts of students who I was delivering 
sessions to about mentoring. One was a cohort of 2nd year undergraduate (BA) students and 
the other was a postgraduate (PGCE) cohort, both groups knew me as a member of 
university staff who taught into their programmes. The questionnaires focussed on aspects 
of their experiences which I wanted them to reflect upon during the session, as part of my 
teaching, and my sample became those who chose to give me their completed 
questionnaires at the end of the session, this was clearly a convenience sample as outlined 
by Punch (2009, p250). If they were happy for me to use their anonymised responses to the 
questions posed during my teaching session they completed and signed the a ‘Statement of 
Confirmation’ at the end of the questionnaire before handing it to me at the end of the 
session (See Appendix 11: Example of a Completed Questionnaire (PG94)).  
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To stay in control of the data collection, rather than leave it to others or to chance, I 
administered the questionnaires myself, face-to-face. I ensured that I spent time introducing 
the task, which was part of the teaching session, so that the participants were clear about 
what they were being asked to do. In the teaching episode the task was not framed as 
‘completing a questionnaire’ as I was using it to encourage the students to reflect upon their 
experiences individually, before then engaging in discussion. Consequently, the students 
were reflecting upon the questions as part of the session and using these ‘notes proformas’ 
to record their own thoughts before sharing them more widely with others. The questions 
were used prompts for thought and discussion. The term questionnaire is the term used to 
refer to these notes, within the study. I hoped that students, having had the session with me 
around the subject of mentoring, and having already completed the task I was interested in 
as part of that session, would feel interested in and enthused about the project thus there 
would be a high response rate. Although the resulting samples were almost identical, in 
terms of size, in that I had 95 PGCE questionnaires and 91 BA questionnaires the rates of 
participation differed across each of the programmes.  Interestingly, only 60% of the BA 
students accepted the invitation to participate by submitting the completed questionnaires, in 
comparison to 95% of the PGCE students who accepted the invitation. This difference in 
levels of participation warranted a level of reflection, I wondered why the response rate was 
higher for the PGCE cohort and considered potential reasons for why not so many BA 
students were happy to participate. I interpreted the response rate as perhaps being linked 
to my different positions on the programmes. The BA students knew me as a member of 
staff in a position of power as I was the Year Leader for the 3rd year of their programme at 
that time and consequently they might have felt inhibited in sharing any concerns with me. 
The PGCE students knew me as a member of staff with no direct link to their progression on 
the programme and so they may have felt less inhibited. The response rate may have also 
been linked with the students’ levels of confidence, many of the BA cohort were considerably 
younger than the PGCE cohort and so they may not have felt as confident in sharing their 
views with me openly, perhaps fearing consequences for themselves. From an ethical 
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perspective, being aware of my position of power, the fact that 60% of the BA students 
handed in their complete questionnaires reassured me that they did not feel pressurised in 
giving them to me as 40% chose not to. As described by Atkins and Wallace (2012, p56) 
Despite potential participants being given the ‘choice’ of whether or 
not to participate, you should always give consideration to the 
possibility that they are making choices that are not their own, 
because they feel pressured in some way. This does not have to be 
as overt as a person in a less powerful position being ‘told’ to 
participate, but may be related to an individual’s wish to ‘do the right 
thing’ or create a positive impression. 
 
I was acutely aware of this as I was inviting students to participate and reassured them that 
they were able to decide independently whether or not they would be willing to share their 
session notes with me, without any penalty or consequence if they preferred to keep them to 
themselves. 
The questions were structured to avoid bias by the order in which they were asked and 
answered. The questionnaire was piloted with my supervisor and colleagues and 
consequently I framed the questions in a way which might encourage students to think a little 
more deeply as the potential with a questionnaire might have been to answer briefly or 
without much thought. For example, instead of asking the participants to define ‘mentor’, I 
asked ‘In your experience what are the three most useful things a mentor does?’ starting this 
question with ‘in your experience’ would give them the confidence to respond with their 
opinions, rather than being concerned that they did not know the ‘correct’ answer. Then, by 
asking for the ‘three most useful things a mentor does’ I was asking about the role and 
purpose of a mentor which would ultimately inform a ‘definition’. I asked 9 questions with Q5 
being the question which I was particularly interested in as a number of participants in the 
focus groups had discussed feeling emotional at times in the mentoring process and I 
wanted to see if this was a theme which would emerge from the whole population.  




Q1 In your experience what are the three most useful things a mentor 
does? 
To elicit their understanding of the role and purpose of the mentor 
Q2 What have you learned from your mentor? 
To encourage them to reflect on the experience with a positive focus 
Q3 What challenges have you encountered during the mentoring process? 
This question assumes that there would have been some challenge within the 
process therefore ‘normalising’ that notion and framing a ‘challenge’ as a 
learning experience 
Q4 How did you deal with those challenges? 
Again, this presents a challenge as an opportunity for them to take an active 
role in dealing with it 
Q5 Did any aspect of the mentoring process unsettle you? (If so please 
explain) 
This was a key question as a number of focus group participants cited an 
emotional response and so I wanted to research this further without asking 
directly which might make the responses less reliable, it was important that I 
kept researcher bias to a minimum to retain a sufficiently objective stance – 
the following 3 questions all sought further understanding of any aspect they 
identified here 
Q6 How did you deal with that? 
Again, this question intimates that they could have had a role in dealing with 
that challenge and required them to reflect on their own part in the mentoring 
process 
Q7 How could your programme have prepared you in dealing with that 
response? 
I wanted to know what the students thought we could do as a programme 
team to help them either prepare or to help them deal with this. 
Q8 What did your mentor do to support you? 
A question positively framed to allow the students to think carefully about 
what support they had been given 
Q9 How did you try to ensure that your experience of being mentored was 
positive? 
The final question, open to all participants regardless of how they had 
responded to Q5 to leave them with a feeling of ‘empowerment’ in the 
mentoring process  
 
The questionnaires were designed after consideration of the summary notes taken during 
the student focus group discussions where some initial themes began to emerge which 
influenced the construction of appropriate questions. In the focus group all but three 
participants used the term ‘support’ in their definitions of mentoring. This was interesting as it 
potentially suggested that the student participants saw this as more significant than the more 
reflective and shared process of mentoring.  In turn the notion of ‘support’ needed to be 
explored further as there was evidently a need to understand what ‘support’ looked like to 
the student teacher. It became apparent in the data, collected from the focus groups, that the 
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participants all considered ‘support’ in slightly different ways. For instance, some felt 
supported by their teacher because the teacher ‘left’ them in the classroom and so the 
student felt ‘trusted’ whereas others felt as though they had been dropped in ‘at the deep 
end’ in these circumstances. 
The student focus group discussions were recorded and notes taken but they were not 
transcribed. I had already realised, at this point, that they were not yielding data sufficiently 
representative of the population of student teachers. The mentor focus group discussions 
were recorded, transcribed and those transcriptions were analysed using thematic coding 
(Flick, 2018, p480). In considering both the focus group transcriptions and in the subsequent 
questionnaires I made use of a coding and memoing technique (Glaser, 1978, pp83-84) 
where I initially made descriptive codes, then inferential codes where I looked for emerging 
topics or patterns and then made use of analytical coding in an effort to understand what 
was happening. At the analytical coding point I was making use of memos which had 
conceptual content (Glaser, 1978), rather than simply descriptions of data. In handling the 
data from the questionnaires I worked broadly according to the structure presented by Miles 
and Huberman (1994) with a three step process: 
i Data Reduction, whilst maintaining context 
ii Data display, organising, compressing  and assembling 
iii Drawing and verifying conclusions, becoming increasingly 
sharpened. 
 
I did face particular challenges with each step. When lifting the data from the questionnaires 
I began initially to isolate responses to particular questions which resulted in a loss of 
context so to minimise that I then recorded the responses in a grid form with each participant 
having a row and then each response being in a different column (see Appendix 4: PG 
Student data and Appendix 5: BA Student data), this would mean I could read across for 
cases and down for themes, thus maintaining the context. To display the data in an 
accessible way, I compressed and assembled it into themes (e.g. see Appendix 10: Example 
of Compressing & Assembling Data from Student Questionnaires), keeping a note of 
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participants’ codes under each heading so that their full responses could be easily tracked. I 
deviated from Miles and Huberman’s (1994) process within their third step in that I drew 
conclusions but these were not to be verified, given that I knew I was dealing with individual 
truths within my interpretivist study (Heikkinen et al., 2007; Heikkinen at al., 2012). This 
methodological approach yielded rich qualitative data and provided the opportunity to create 
a thick description (Wiersma and Jurs 2009) of the students’ experiences of being mentored 
and of the mentors’ experiences of mentoring. 
3.7 Approaching Data Analysis 
 
Student questionnaires were hand written (see Appendix 11: Example of a Completed 
Questionnaire (PG94) as an example) and subsequently converted to Word documents (see 
Appendix 4: PG Student data & Appendix 5: BA Student data) to make it possible to handle 
the data more easily, in terms of sifting and sorting. Converting the data myself was 
beneficial as it allowed me to become immersed in it and get ‘an overall sense or feel for the 
data’ (Wellington, 2000, p135) and become aware of potential arising themes as I worked. 
As described earlier, in the methodology chapter, the responses were recorded in a grid 
form with each participant having a row and responses to questions were in columns so that 
I could read across for cases and down for themes (Appendix 4: PG Student data & 
Appendix 5: BA Student data). Once I got to this point I was able to make use of Glaser’s 
(1978) coding and memoing technique (see Figure 14, p118 and Appendix 12: Coding & 
Memoing (Glaser, 1978) for full-sized image). As I was converting the data I had made 
descriptive codes of what I considered to be interesting points, on the right hand side. As I 
progressed, I was able to begin making inferential codes and link participants’ responses 





Figure 14: Initial Coding & Memoing 
 
 
In this way, I was able to begin coding analytically, to understand what was happening. 
Analytic notes were made on the left-hand page, mapping across to the descriptive and 
inferential coding on the opposite page. An example of this is below (Figure 15118) where I 
had made a note, on the right-hand page, under Point 14, of BA39 finding themselves in the 
middle of conflict at school. I then saw this in BA52’s and BA53’s responses so added their 
participant codes. My corresponding analytic notes were subsequently made on the left-
hand page, under Point 14: ‘Impact of feeling ‘caught in the middle’ of confusion and/or 
conflict in school and also being around stressed teachers when feeling that they’re 
[mentees] the cause of the stress’. Once themes had been identified in this way I was able to 
begin compressing and assembling the student data (see Appendix 10: Example of 
Compressing & Assembling Data from Student Questionnaires: the compression and 
assembling of student data relating to ‘Feedback’) to make it more manageable. 




As discussed in the methodology chapter, the mentor focus group discussions were 
recorded and transcribed. I transcribed these myself, which again was helpful in terms of me 
becoming familiar with my data (Wellington, 2000). The transcriptions were analysed using 
thematic coding (Flick, 2018, p478) (see Figure 16, p119). I began by considering the 
participants’ responses to my questions, and their contributions to the ensuing discussion, to 
identify interesting points. These points were then compared, from across participants, to 
establish and categorise emerging thematic domains. Consequently, the data from the focus 
group discussions were analysed in much the same way as the data from the student 
questionnaires. 
































3.7.1 Identifying the Themes 
 
Once I assembled the emerging themes (see Appendix 13: Assembling Emerging Themes), 
from the mentee data and from the mentor data, I then looked for links between the two sets 
and grouped them under broader headings (see Appendix 14: Making Links & Beginning to 
Group Themes). Some themes, such as ‘feedback’ were shared between student and 
mentor data. Some were particular to either mentors or mentees, for instance, mentors did 
not cite ‘time’ as an issue but mentees did and mentors cited students’ ‘attitude’ as causing 
an issue but students did not. Thus, the data was reduced, organised, compressed and 
assembled (Miles & Huberman, 1994) in readiness for further analysis. Following a 
systematic process of evidence gathering and qualitative analysis this study was  able to 
address its research aims. 
3.8 Synopsis of the Research Design and Methods 
 
This section expands on the ideas introduced in Chapter One: Introduction, using this figure 
(Figure 1, p27) as a visual representation: 




My ontological stance was anti-foundationalist, being aligned with Marsh and Smith’s (2001, 
p530) understanding that ‘not all social phenomena are directly observable’ and those that 
are observable do not necessarily present the social and political world as it really is. Given 
that what I came to know what I knew, at the outset of my project, was based on my 
interpretations of my own experiences, then my epistemological stance was interpretivist 
(Keeney, 1983). My ontological and epistemological stances supported a post-positivist 
paradigm (Grix, 2010) which underpinned my desire to not only illuminate and understand 
what was happening, within the mentoring process, but also to offer an explanation, leading 
to informed ways forward. 
I drew on the ideas of Constructivist Grounded Theory (Charmaz, 2006; Charmaz, 2014), 
acknowledging that as a researching professional I would not be an impartial observer in the 
interpretation of any data gathered but rather I would actively use my knowledge and 
experience to help me make those interpretations, whilst being mindful of the need to remain 
open to the data (Timonen et al., 2018, p6). This was in line with the construction of theory, 
as opposed to the discovery of theory as one might expect in Classical Grounded Theory. As 
discussed earlier, the study was not a case study in the strictest sense, given that mentors 
would be reflecting upon their experiences of mentoring students from other providers. 
However, the research would still be aligned with case study methodology in that it was 
exploratory, descriptive and explanatory in nature (Yin, 1984), which related directly with my 
post-positivist stance. 
In line with Bassey’s (1999) assertion that case study methodology should be underpinned 
by asking questions and listening carefully I initially began the empirical aspect of the 
research process with focus group discussions of student teachers. It became immediately 
apparent that those student teachers, responding to the invitation to participate in the focus 
group discussions, were students who wanted to discuss their negative experiences of 
placement. At that point, I realised that I needed to gather a more balanced perspective of 
the mentoring process from students who had had a greater range of placements to be able 
to address the study’s aims. I then adjusted my study design and gathered students’ views 
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using a survey as a data gathering tool from two whole cohorts who I was teaching. As part 
of two teaching episodes I had asked students to respond to a set of questions about 
mentoring to help them reflect on aspects of their mentoring experiences and initiate 
reflective discussions. At the end of those sessions I spoke with the cohorts about my 
research study and if they were happy for me to use their anonymised responses to the 
questions, posed during my teaching session, they completed and signed a ‘Statement of 
Confirmation’ at the end of the questionnaire before leaving it with me at the end of the 
session. In essence, I was broadening the participant base of my focus group discussions 
but instead of transcribing the discussions was collecting participants’ notes. Case study 
research does not rely on specific methods of data collection or analysis, instead there is a 
recognition that it can draw from an eclectic range, as long as it is practical and fit for 
purpose (Bassey, 1999). Consequently, the use of surveys was appropriate as it addressed 
the need to capture experiences, and interpretations of those experiences, from a sample of 
students which was more representative of the whole population. I continued to use focus 
group discussions as data gathering tools with two groups of school-based mentors, with 
one group having six participants and the other having seven. In the school-based mentor 
discussions I did not encounter the same phenomena of participants wanting to use the 
discussions as a forum for airing grievances. I then thematically analysed (Flick, 2018, p480) 
transcriptions of the focus group discussions and the questionnaires, looking for emerging 
topics and patterns before using analytic coding (Glaser, 1978) to interpret the data 
effectively. 
 
3.9 Validity and Reliability or, Ensuring Quality 
 
‘The concept of validity is rooted in realist ontology and the foundational 




By making qualitative research “scientifically” respectable, researchers may be 
imposing schemes of interpretation on the social world that simply do not fit that 
world as it is constructed and lived by interacting individuals 
Instead, as Seale (1999, p15) said ‘we live in a postmodern world of multiple selves and 
endless fragmentation of experience’. Heikkinen et al. (2012, p6) made clear that, within the 
literature, issues of validity in particular are contentious in interpretive inquiry: 
A number of advocates for qualitative research think we should forget the 
concept of validity because it carries heavy connotations of the post-positivistic 
and statistical research paradigms (Angen 2000; Denzin and Lincoln 2005; 
Hatch and Wisniewski 1995). Nevertheless, others think we still need the 
concept of validity (for example, Feldman 2007; Newton and Burgess 2008). 
Consequently, there would be consequences for a research project such as mine as quality 
does matter in qualitative research (Seale, 1999, p18) but the notions, and terms, of ‘validity’ 
and ‘reliability’ were not necessarily appropriate. Manion & Morrison (2010) suggested that 
research is worthless if the data is deemed to be invalid and referred to Winter (2000) to 
indicate how this can be guarded against, 
…in qualitative data validity might be addressed through the honesty, 
depth, richness and scope of the data achieved, participants 
approached, the extent of triangulation and the disinterestedness or 
objectivity of the researcher. 
(Winter, 2000, cited by Cohen, Manion & Morrison, 2010, p133) 
 
In consideration of the notion of ‘reliability’ I felt that any criticism of a lack of replicability, or 
generalisability, would seem inappropriate given that my work was aligned with Schofield’s 
perspective: 
 
the goal is not to produce a standardized set of results that any other 
careful researcher in the same situation‚ would have produced. 
Rather it is to produce a coherent and illuminating description of and 
perspective on a situation. 
(Schofield, 1993, p93) 
 
In addition, Bassey (1999) suggested that the concepts of reliability and validity are not vital 
to case study methods and adopted the idea of trustworthiness (Lincoln & Guba, 1985) and 
the underpinning ethic of respect for truth. His argument is supported by highlighting the 
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paradox (Simons, 1996) between the notion of case study as a study of singularity and that 
of a need to demonstrate a degree of generalizability to support the validity of such work. 
Denscombe (2005) developed this further, referring to the suggestion by Yin (1984) that 
case studies are ‘one of a type’ and as such external validity is limited to the similarity with 
others of the particular ‘type’. In this respect, the findings of this study may be representative 
only of similar samples of student teachers engaged on similar programmes of study 
engaged in a process where the same research methods have been employed by a similarly 
experienced researcher. 
The essential element in this discussion is to acknowledge the limitations of this study whilst 
ensuring that internal validity (Bassey,1999; Cohen, Manion & Morrison, 2011) is assured as 
far as possible, through the use of appropriate methods. Lincoln & Guba (1985) provided 
useful guidance in this respect, suggesting that a case study approach was consistent with 
the principles of naturalistic inquiry that acknowledges the human setting and its socio-
cultural situation, where data is descriptive and the concern is with process rather than 
outcome. This paradigm accepted the researcher as an integral component of the research 
environment and therefore the notion of ‘disinterestedness’ proposed by Winter (2000) could 
be dispelled and claims for internal validity of this multi-method approach to research could 
be upheld.  
Issues of bias, however, with respect to this internal validity were important to acknowledge, 
particularly in relation to the position of the researcher as a researching professional. 
investigating practice from the inside. Because of this position, there was a need to remain 
open to the data, as discussed earlier in the chapter.  From the outset, I mitigated against 
the possibility of interpreting interviewees’ responses in a way that did not reflect their true 
meaning by ensuring that my questions were open and scrutinised by my supervisor, who 
checked explicitly for sings of bias. A further example of how I mitigated against this would 
be discussing samples of participants’ responses with my supervisors, in one of my 
supervision meetings, in itself a form of triangulation of interpretation. At this point it also 
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needs to be acknowledged that the experience of having been in the roles of both sets of 
participants allowed me to consider the data from different viewpoints thus ensuring a fair 
interpretation.  
The position of power within the researcher-participant relationship also needed to be 
acknowledged and addressed. For example, Anderson (1998) identified a number of 
weaknesses in relation to the interview stage, suggesting that the interviewee might provide 
responses that the researcher would like to hear and that these in turn could be interpreted 
in a way that did not reflect the interviewee’s true meaning. To counter this, as the facilitator 
of the focus groups, I ensured that I established a positive and informal approach. Anderson 
(1998) accepted that this, together with the conversational approach to questioning, could 
help to minimize the negative aspects of the ‘power position’. In addition, after the focus 
group discussions, I returned the transcripts to the mentors for them to read and confirm that 
they were happy with how their voices had been captured. If they were not happy then they 
had the opportunity to amend the transcript to ensure that how they were recorded sat 
comfortably with them, however, none of the mentors requested any changes and they all 
signed the transcriptions to confirm that they were happy that the transcriptions did indeed 
represent their contributions accurately. When the mentee participants had completed their 
questionnaires, they were clear that they were under no obligation to submit them to me to 
be used as data, once the teaching session had ended. As 40% of one of the cohorts 
declined the offer to participate then I was reassured that those who did submit their 
responses were happy to do so. 
Although I had considered, and then rejected, the notions and terms of validity and reliability 
I still needed to be reassured that my study was secure as a piece of research. This was 
when I turned to Heikkinen et al., (2012, pp6-8) who proposed a new conceptualisation for 
quality within action research, the five principles of validation: 
1. Principle of historical continuity 
Analysis of the history of action: how has the action evolved historically?  




2. Principle of reflexivity  
Subjective adequacy: what is the nature of the researcher’s relationship with 
his/her object of research? 
Ontologic and epistemologic presumptions: what are the researcher’s 
presumptions of knowledge and reality?  
Transparency: how does the researcher describe his/her material and methods? 
  
3. Principle of dialectics  
Dialogue: how has the researcher’s insight developed in dialogue with others?  
Polyphony: how does the report present different voices and interpretations?  
Authenticity: how authentic and genuine are the protagonists of the narrative? 
  
4. Principle of workability and ethics  
Pragmatic quality: how well does the research succeed in creating workable 
practices?  
Criticalness: what kind of discussion does the research provoke?  
Ethics: how are ethical problems dealt with?  
Empowerment: does the research make people believe in their own capabilities 
and possibilities to act and thereby encourage new practices and actions? 
  
5. Principle of evocativeness  
Evocativeness: how well does the research narrative evoke mental images, 
memories or emotions related to the theme?  
 
I mapped my work to these principles to justify my work as a piece of good action research: I 
had adhered to the principle of historical continuity by charting, in the study’s introduction, 
the way that the action evolved historically from the original rationale for the work onwards to 
the logical and coherent procedure of my narrative.  To address the principle of reflexivity I 
had made clear my relationship with the object of my research, I was a researching 
professional investigating the practices of the institution within which I worked. For the 
student participants I was in a position of power given that I was a university tutor with 
programme leadership responsibilities. For the mentor participants I could also be seen to be 
in position of power as I would be interpreting their discussions of their mentoring 
experiences for which their schools would be paid by my institution. My presumptions of 
knowledge and reality were based on my own experiences of working within the field, having 
held, at various times, the roles of all participants in my study. I had described my methods 
transparently within my methodology chapter. The principle of dialectics was at the core of 
the study, in using a Constructivist Grounded Theory approach I had worked with the date 
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emerging from my participants to construct a way forward in the development of a framework 
for mentoring. The report represented the voices of all participants who were genuine 
participants directly involved in the process of mentoring within my institution’s partnership. 
There was a pragmatic intent to my project in that it would support the construction of a 
framework for mentoring which could be implemented across my institution’s ITE 
programmes, thus ensuring its workability. The research would provoke discussion amongst 
those mentoring stakeholders thus encouraging reflective and reflexive practice for all 
participants. The ethical problems were dealt with openly in that they certainly existed in 
terms of the researcher’s powerful position and within focus group discussions. 
Groundwater-Smith and Mockler (2007, cited by Mockler, 2014, p148) had argued that the 
most appropriate quality framework for research of this nature is a framework of ethics and. 
they proposed involved five overarching ethical guidelines. I ensured that my work adhered 
to these guidelines, outlining that in section 3.10 Ethical Considerations. My work ultimately 
would have the potential to empower future cohorts of students as it would proactively 
encourage them to take hold of the mentoring process and shape it from within, supporting 
their mentors in supporting them, this would encourage new practices and new actions. The 
research narrative certainly evoked mental images, memories and emotions related to the 
theme of mentoring. This was clear from the mentors’ discussion about their own 
experiences of having been mentored when I was asking them about their own practice. 
Having considered Heikkinen et al’s, (2012, pp6-8) conceptualisation for quality within action 
research and having mapped the five principles of validation against my work I was secure in 
the knowledge that, although I had rejected the terms validity and reliability as inappropriate, 
I had demonstrated that my research was of quality. 
3.10 Ethical Considerations 
 
Educational research is defined as ‘Criticial enquiry aimed at informing educational 
judgements and decisions in order to improve educational action’ (Bassey, 1999, p39). 
129 
 
Ethical issues in educational research represent a tension between the beneficent intent to 
investigate the nature of individual experience and a need to adhere to the ethical imperative 
of respect and the intent to do no harm (Northumbria University 2017). Cohen, Manion & 
Morrison (2011) suggested that ethical considerations underpin research practice from the 
outset and should influence the core design of intended investigations. 
I was a researching professional, able to benefit from my position, as described by Sikes and 
Potts (2008, p177): 
inside researchers readily know the language of those being studied, along with 
its particular jargon and are more likely to empathise with those they study 
because of in-depth understanding of them, less likely to foster distrust and 
hostility among those they study, are often more willing to discuss private 
knowledge with those who are personally part of their world, are often more likely 
to understand the events under investigation and are less likely to be afflicted by 
outsiders’ arrogance where researchers fail to understand what they observe. 
Inside researchers find that those they study are often more likely to volunteer 
information to them than they would to outsiders. 
 
However, particular ethical considerations arose from being a researcher, on the inside, as 
articulated by Atkins and Wallace (2012, p50) being associated with ‘role identity and 
boundary conflict, confidentiality, relationships, power relations and impartiality’. 
The notion of my power and position was associated with my own roles as Deputy 
Programme Leader for the BA Early Primary Programme and Programme Leader PGCE 
Primary at different points in the course of my project and in this respect I acknowledged and 
adhered to Northumbria University’s (2017) principles of good research practice to ensure 
the best interests of the participants throughout their involvement. As part of this process, a 
research proposal was submitted to the Northumbria University Research Ethics Sub-
Committee, prior to the active engagement of participants. Procedures to protect their 
interests at all stages of the research were outlined and received approval (Research Ethics 
Number: RE13-03-12746). The Research Ethics and Governance Handbook (Northumbria 
University, 2017) stated that research should be driven by the ethical imperative of respect 
and the intent to do no harm.  A crucial aspect of this was to ensure that the participants fully 
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understood the idea of voluntary informed consent and their right to withdraw without 
penalty. 
My position was not an unusual one as much educational research, particularly that which is 
undertaken as part of postgraduate study, occurs inside the researcher’s own institution and 
is conducted by a ‘researching professional’ rather than a ‘professional researcher’ 
(Wellington and Sikes, 2006, cited by Atkins, Wallace, 2012, p49). According to Mockler 
(2014, p148): 
Critical engagement with practice on the part of practitioners is a key 
tenet of high-quality action or practitioner research, and sound critical 
engagement with practice relies upon the enactment of ethical 
practice. 
Subsequently I, and the community of practice I worked within, would need to be receptive to 
any arising ‘unwelcome truths’ (Kemmis, 2006). Groundwater-Smith and Mockler (2007, 
cited by Mockler, 2014, p148) argued that the most appropriate quality framework for 
practitioner research is a framework of ethics. The ethical framework they proposed involved 
five overarching ethical guidelines. These guidelines explicitly related to Oancea and 
Furlong’s (2007) expressions of research excellence in practice-based research. I reflected 
upon how my research addressed each of these guidelines, in effect using the guidelines as 
a way of ensuring that my research was indeed ethical: 
• The observation of ethical protocols and processes: cutting 
across each of Oancea and Furlong’s three domains [epistemic, 
technical and phronetic domains], an adherence to principles of 
research ethics, including informed consent, a desire to establish 
trustworthiness in research, and a receptiveness to research 
findings are all examples of this observation in practice in the 
context of practitioner research. 
Before recruiting participants, I considered the ethical protocols and processes required by 
my project and my role as a researching professional. As stated earlier, these were 
considered by University X’s Research Ethics Sub-Committee. Procedures to protect 
participants, at all stages of the research, were outlined and received approval. There was 
also an acknowledgement at that point that the process may indeed result in the need to 
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consider ‘unwelcome truths’ (Kemmis, 2006) about our practices, findings would be made 
available to all participants. 
• The pursuit of transparency in the processes it employs: Oancea 
and Furlong invoke transparency and explicitness within the 
epistemic domain, but this notion also speaks to the ‘auditability’ 
of the research and the plausibility it establishes within the 
community, taking heed of Lawrence Stenhouse’s observation 
that we should seek to publish to the ‘village’ as well as to the 
world (Stenhouse 1981, p17). 
To ensure transparency, initial consent for the focus group discussion was sought through 
letters of invitation sent to the potential participants and was accompanied by information 
outlining all aspects of their involvement. The information pack clearly indicated their right to 
refuse consent or withdraw at any time without affecting the professional relationship 
between themselves and myself as the researcher. In the participant information sheet the 
purpose of the study and aims of the research were made clear, along with the particular 
issues surrounding confidentiality and anonymity associated with focus group discussions. 
• A collaborative goal for the researcher-participants: dialogue and 
scope for transformation of school and classroom practices are 
enhanced by collaborative opportunities for teacher-participants, 
as is the capacity for practitioner research to operate as inquiry-
based professional learning. 
This guidleline was addressed informally with participants, during the preamble to the focus 
group discussions and also at the end of the mentoring discussions with students, before 
they decided whether or not they were happy for me to use their session notes. The goal of 
enhancing the mentoring process for all participants was made explicit to both students and 
to mentors. 
• A transformative intent that leads to action: located primarily 
within Oancea and Furlong’s phronetic domain, a transformative 
intent for practitioner inquiry additionally relates to the kind and 
quality of contribution to knowledge made as well as framing 
aspects of the technical domain: responsible and ethical 
practitioner research undertaken within a school community is 
that which is able to be operationalised to the benefit of the whole 
community rather than to a select group, for example. 
Constructing a conceptual framework for mentoring, arising from the implications of the data 
collected, was illustrative of a transformative intent. This would impact on future cohorts of 
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ITE students, partnership mentors, their institutions, their pupils and the quality of the 
subsequent mentoring experiences. In effect the resulting framework would underpin work 
operationalised for the benefit of University X’s whole ITE community. 
• The capacity to justify itself to its own community of practice: 
‘competitiveness’ and value efficiency in the context of 
practitioner inquiry relate not only to the expenditure of any 
funding that may be forthcoming in ways that are generative for 
the school community as well as meeting the requirements of the 
funding body, but also to the way that the ‘opportunity cost’ of 
conducting practitioner inquiry is understood as such and 
employed for the benefit of the community as a whole. 
The study would have the capacity to justify itself to the whole community once the 
framework and its resulting activities had been operationalised within it, contributing to the 
sustained health of the partnership. 
In essence, these five overarching ethical guidelines provided broad direction as to how I 
could utilise ethics as a framework and acted as a mechanism for ensuring the quality of the 
study. 




Chapter Four: Data Presentation & Part 1 Discussion of 
Findings 
 
This chapter opens with an identification of the themes which emerged from the data and 
provides a rationale for the order in which they are presented and discussed. Each theme is 
then considered in turn and the chapter closes with mentor participants’ suggestions for 
ways forward. 
4.1 Emerging Themes 
 
The understandings of what constitutes The Ideal Mentee and The Ideal Mentor were 
considered first. I felt it important that the discussion of the findings began with a 
consideration of the ‘ideal’ before moving towards a consideration of the issues arising from 
the lived experiences as that mirrored the process of mentoring, in that participants would 
always have their expectations, assumptions and hopes for how the mentoring experience 
would be, before it began in practice. ‘Understandings of Support’ was a specific theme to 
arise from the data and it actively foregrounded other emerging issues as it was a prime 
example of how multiple understandings of a commonly used term, inherent to the process 
of mentoring, could foster the development of other areas of tension. The examination of 
what support meant to both mentors, and mentees, was a useful bridge between the ideal 
and the experienced as that appeared to be central in a shift from expectation to reality. At 
this point, it was possible to begin pinpointing the issues that were the source of tension for 





Figure 17: Issues within the mentoring relationship 
 
Once these issues were identified I explored each from the perspectives of the mentors and 
the mentees (see Appendix 15: Towards Drawing Conclusions) and grouped them within the 
over-arching theme of ‘Identifying Tensions’. Several of the areas for tension were related to 
‘Communication’ in some way and so this became the most significant sub-theme, the 
second sub-theme was ‘Time’. The initial discussion of findings closes with participants’ 
suggestions for ways forward. 
In summary, these were the themes to emerge from the data which were explored and this is 
the order in which they were addressed: 
• The Ideal Mentee 
• The Ideal Mentor 
• Misunderstandings of Support 
• Identifying Tensions 
o Communication 
o Time 




In this way the chapter moves us towards the future and to a distinct discussion of findings 
chapter. Chapter Five: Part 2 Discussion of Findings develops the ideas raised in Chapter 
Four, foregrounding the proposed model and contextualising the conclusion. 
Before considering the themes of The Ideal Mentee and The Ideal Mentor, overviews of the 
participants’ responses, represented by the word clouds below (Figure 18, p136 and Figure 
19, p136), aim to make the data immediately accessible. What I believed to be particularly 
interesting about each word cloud was that ‘mentor’ was the word used most frequently by 
students and ‘student’ was the word used most frequently by mentors. This suggested that 
both the mentors and the students generally reflected to a greater degree upon each other’s 
behaviour and actions, rather than their own. They each clearly believed that the other had a 
vital role to play in the process. From the outset this suggested that a more reflexive stance 
would be useful in the development of mentoring relationships, where participants would 





Word frequency analysis of combined student response (BA & PGCE) 
Figure 18: Word frequency analysis of combined student response (BA & PGCE) 
 
 
Figure 19: Word frequency analysis of combined mentor response 





4.2 The Ideal Mentee 
 
According to the mentors in this study, the ideal mentee would be proactive, organised, 
professional, committed, open to feedback and demonstrate emotional strength. During the 
mentors’ focus group discussions mentors identified specific desirable characteristics and 
attributes of a mentee which could be grouped under these broader headings:  
• A proactive approach 
• Preparedness and organisation 
• Professionalism 
• Commitment to the profession 
• Openness to feedback 
• Emotional Strength 
 
Most of these attributes broadly mapped across to those presented by Hudson (2013), 
discussed earlier in The Ideal Mentee section of the study’s literature review. These aspects 
were mentees having a proactive approach, a commitment to the profession, an openness to 
feedback and emotional strength. However, this study’s mentors did not cite attributes 
around enthusiasm for teaching, being personable for relationship building, apart from the 
benefits of painting on a smile (SB, line 144) being raised, or being lifelong learners as 
fundamental. They did cite preparedness and organisation, along with professionalism as 
being what they wanted from their mentees. My interpretation of this was that the mentors 
were building their explicit lists around aspects they had noticed were missing from some of 
their experiences of mentoring so, for example, ‘enthusiasm for teaching’ may not have been 
listed as mentors may have had positive experiences of their mentees displaying this 
attribute whereas they may have had experiences of mentoring a number of ill prepared 
students so this arose as a desired attribute. 
The specific actions and attitudes, which the mentors were looking for in their mentees from 
the very outset of their placements, were: 
• initiative (SB, line 162; SA lines 160-164) 
• ‘genuine interest’ in the children and in what is happening in school (SA, lines 165-
166; SB lines 153-159) 
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• honesty about their own strengths and areas for development and a willingness to 
communicate that (SB, lines 120-121) 
• an inquisitive approach (SB, line 130) 
• proactivity (SB, lines 132-136) 
• preparedness (SB, lines 137 and 141) 
• and a smile (SB, line 145).  
 
As Ward and Wells (2003, p42) noted, student teachers are ‘guests in the classroom’ which 
requires a certain level of understanding and appropriate etiquette. 
4.2.1 A Proactive Approach 
 
At SB the mentors discussed being impressed by a mentee who ‘comes in with questions’ 
(SB, line 129) and those who ‘come in and they want to know things and ask you things 
rather than you having to deliver all the information to them’ (SB, lines 131-132); a mentee 
can create a positive first impression by arriving with a pen and a notebook (SB, lines 140-
143). The mentors liked mentees to not need too much direction (SB, line 159) but to use 
their initiative, which they felt is lacking (SB, line 161; SA, line 161); they wanted somebody 
to ‘work’ rather than ‘stand’ (SB, line 163). In wanting a mentee to ‘work’ rather than ‘stand’ 
mentors again confirmed that they wanted a mentee who used their initiative and wanted to 
be part of their team from the very outset. The mentors’ desire for their mentees to be 
proactive therefore suggests that they would appreciate their mentees being confident. 
Mentors clearly wanted their mentees to use their initiative and to ‘get in amongst it 
straightaway’ (SA, line 167) whilst observing the social norms of their school (SB, line 113). 
A mentee therefore needs to be sufficiently confident to use their initiative but they need to 
be able to do this in such a way so as not to appear overly confident and give the impression 
that they ‘think they know everything’ (SB, line 63). To demonstrate an appropriate level of 
confidence, to use their initiative appropriately, a mentee would need to observe routines 
and rituals carefully from the very outset on a placement so that they could pre-empt what 
might be happening next. This would ensure that the mentee was helpful to the mentor and 
the children, whilst being mindful of operating within the accepted social framework of their 
mentor and the school.  Finding the appropriate display of confidence could well be 
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challenging for a mentee, particularly if a mentor is not sufficiently open with them about 
what they would value and leaves the mentee to make their own assumptions about their 
expectations. Mentee PG2 reported that she struggled because she did not know what she 
had done to upset her mentor and consequently ‘kept [her] head down and carried on’ in 
order to deal with the situation, a response which could not only prevent the situation from 
improving but potentially exacerbate it.  
4.2.2 Preparedness and Organisation 
 
Mentors reported that they find it useful if mentees are familiar with their placement 
handbooks (SB, lines 131-136; SA, lines 355 and 412) and if they are proactive in helping 
mentors navigate that paperwork too (SB, line 152). Mentors felt that the mentees should be 
clear about their placement tasks from the outset (SB, lines 137-138) and communicate that 
to their mentors which does not appear to happen consistently; ‘I know they come with their 
contents list but trying to get it out of them is like drawing teeth’ (SA, lines 355-356).  
The provider, in advance of a student teacher’s placement, sent mentors placement 
documentation but it appeared clear from the mentors’ discussions that it would be common 
for them not to engage with this until the student arrived. Mentees could be particularly 
helpful to their mentors by being conversant with the placement documentation and 
expectations themselves so that they could clearly communicate these to their mentors. 
Mentors found that students were not clear about placement expectations before they 
started. As all students would have had placement briefings prior to the start of each 
placement then this is an issue to be explored more fully. It may be that the placement 
briefings need to be reviewed for clarity. Those colleagues who are responsible for student 
briefings need to be aware that this is a common observation of mentors and we need to 






Some mentors felt that mentees need to understand that ‘the personal side’s got to go’ (SA, 
line 273) and not use this as an ‘excuse’ if, for example, they receive feedback that they do 
not like. They also felt that mentees need to understand the boundaries of expectations e.g. 
not to call their mentors out of hours (SA, line 291). 
If a student enrols on an ITE programme directly from their own education, without having 
engaged in work of a professional nature, then the transition to a teacher’s complex 
professional persona must be particularly challenging for them to make. It may be that a 
student teacher could initially regard a teacher mentor in a similar way to how they regarded 
their own teachers at school, consequently being tempted to share personal issues as might 
have been appropriate in their previous experiences. As a mentor teacher clearly does not 
have the same duty of care to a student teacher as they have to a pupil in their class then it 
can be understood why this sharing of personal experience may be disquieting for a mentor. 
Students need to be supported in making the initial transition to student teacher, and 
ultimately teacher, from a relationship perhaps more akin to a pupil-teacher relationship to 
that of a student teacher-mentor teacher i.e. the mentee-mentor relationship.  
The provider and their partnership schools should discuss what constitutes appropriate 
professional boundaries between their student teachers and their mentors and this then 
needs to be shared explicitly with the student teachers, before the mentoring process 
begins. Whilst it would be impossible to discuss appropriate professional responses to every 
eventuality, some of the more commonly arising tensions, surrounding appropriate 
boundaries, could be alleviated by establishing agreed protocols. 
By using lines of communication appropriately, as an example of a professional boundary, 
the impact of not adhering to an accepted convention, for both mentors and mentees, can be 
considered. Appropriate lines of communication, and appropriate use of those lines, can be 
established and the particular boundaries relating to this maintained. If a student messages 
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a mentor out of hours (SA, line 250) then it constitutes that the mentor must have shared 
their personal contact details with the mentee in the first instance. It was confirmed explicitly 
by the study’s student teachers (BA1, BA58, BA62, BA76, PG11, PG12, PG36) that mentors 
do share their personal contact details with mentees. BA58 said that their mentor ‘provided 
me with their contact details’ and others reported not only having access to their mentor’s 
personal contact details but understood that they were able to use them freely. PG11 
indicated that their mentor ‘gave contact details to contact them whenever support was 
needed’ and BA1 who reported that ‘my mentor gave me both her email and her phone 
number to contact her about anything whenever I needed her’, BA76 ‘spoke on a weekend’ 
with their mentor and PG36’s mentor was ‘always available for contact’. Only one student 
teacher, who talked explicitly about this line of contact with their mentor, PG12, indicated any 
level of boundary suggesting that they were able to contact their mentor at the weekend ‘if I 
was struggling’ which indicates that this line of contact was only to be used out of hours in a 
particular situation. It may consequently be that being able to contact a mentor ‘out of hours’ 
has become an expectation for students as reflected by BA62 who suggested that a mentor 
should provide a mentee with their personal contact details and that their mentor was ‘readily 
available at all times’. The study’s mentors suggested that they do not appreciate being 
contacted out of office hours but it is clear that mentors do share their personal contact 
details with their mentees and that a number of mentees believe their mentors are happy to 
be contacted whenever the mentee feels the need for some advice. This is an example of an 
area of tension between the mentor and mentee but one which could be alleviated by the 
sharing of clear expectations between them. These expectations would need to be set not 
only between each mentee and each mentor but across the partnership. If the 
communication protocols are not standardised then some students will always feel 
disadvantaged, for instance, if one mentor is happy for a student to use their personal 
number over a weekend for advice and another student is mentored by somebody who has 
said that they will respond to any emailed queries sent by 6pm on a Friday then the student 
who has no access to the mentor’s personal number will undoubtedly feel disadvantaged. As 
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already identified (Izadinia, 2016, p388), a shared understanding, between mentee and 
mentor, of what constitutes a professional mentoring relationship is essential. However, 
there needs to be a shared understanding beyond each individual pairing of mentor and 
mentee and there needs to be a unified, consistent approach in the maintenance of those 
associated professional boundaries across the partnership. This would ensure that one 
student would not feel disadvantaged by a peer’s experience in a different placement school 
where there may be a different understanding of what constitutes appropriate professional 
boundaries. This would support both mentors and mentees by managing students’ 
expectations and therefore alleviating a number of possible tensions which arise from the 
perceived crossing of such boundaries. 
If a shared understanding of what constitutes appropriate boundaries in relation to how and 
when to communicate was made explicit to student teachers, and across the partnership, 
then effective time management could be embedded more easily. Given that ‘high workload 
is one of the most commonly cited drivers for teachers leaving the profession and can be a 
disincentive for potential new teachers to join’ (DfE, 2018) then it is evident that there is a 
need to reduce workload in ITE. It has been identified (DfE, 2018) that student teachers 
need to be supported by their ITE providers to ‘establish good habits’ and that ITE providers 
are well placed to ‘encourage and foster culture change’ to tackle workload.  Furthermore, 
this wider shared understanding would naturally introduce a strategy for developing capacity 
for resilience. If time in the evenings and the weekends was ‘protected’, to allow mentors 
and mentees some time where they knew they were under no pressure to either check their 
emails or messages for work-related issues, this would be beneficial to those involved.  If 
appropriate communication boundaries were established and maintained then it would follow 
that distinct deadlines for placement tasks such as planning, marking and data management 
would need to be agreed and consequently the embedding of  effective time management 
and those ‘good habits’ in student teachers  that ‘support the progress of their pupils but are 





The mentors appreciated ‘honesty’ in their mentees (SB, line 120) in terms of them being 
happy to share what they feel good at but also to share what they feel they will need support 
with. Mentors did not like a mentee to arrive thinking that ‘they know everything’ (SB, lines 
61-62, 67-71). They also discussed being taken aback at times by a mentee’s attitude and 
how they might speak to school staff (SB, line 112; SA lines 175-179). 
Mentees need to be aware of ‘the line’ between appearing confident and over sure of 
themselves. Schools are inherently hierarchical structures and mentees need to not only be 
aware of school culture but of a school’s individual culture (Anderson and Shannon, 1988) 
so that they can be assimilated into that as smoothly as possible, it would possible for a 
mentee to make cultural gaffes and these may be difficult for a mentee to recover from, in 
terms of securing the support of those around them in a school. 
4.2.5 Commitment to the Profession  
 
Mentors wanted their mentees to be fully committed to the profession of teaching with 
Mentor M5 (SA line 168) describing it as a ‘vocation’. One mentor cited that he found 
mentoring particularly difficult when he was aware that a mentee had not yet decided 
whether they wanted to enter the profession when they completed the programme (SA, line 
209), this left the mentor questioning why he was working so hard to support the mentee. As 
reported by Carlsson et al. (2019), far from all those completing initial teacher education 
programmes, in several countries, work as teachers for their entire careers: 
Reported attrition figures in the literature vary considerably, with an 
estimated 30–50% five year attrition rate in the US (Ingersoll 2003), 
the UK (Cooper and Alvarado 2006), Norway (Roness 2012), 
Australia (Gallant and Riley 2014) and Sweden (Swedish 
Government 2010) 




Teacher supply and retention in England is certainly an issue with the recruitment of initial 
teacher trainees being below target since 2012 and a ‘wastage rate’ of full time equivalent 
qualified teachers of 9.8% in the 12 months to November 2018 (House of Commons, 2019) 
alongside increasing pupil numbers this means that the overall number of teachers is not 
keeping pace with demand. Currently 32.3% of the profession’s newly qualified entrants in 
2016 are not recorded as working in the state sector (House of Commons, 2019) which 
demonstrates that not only is it a challenge to recruit teachers but also to retain them. In 
2019, the government published a marketing and recruitment guide to support providers, 
which has been regularly updated (DfE, 2020a), further underlining the government’s 
recognition of the need to attract new entrants to the teaching profession. Although it is 
consequently clear that teacher recruitment and retention are recognised as challenges for 
our schools these mentors still clearly expect their mentees to be fully committed to the 
profession and find it challenging to mentor a mentee who is thinking about whether or not 
they have made the right career choice. A student may have embarked on a teacher 
education programme without having been in a school since they were a pupil themselves 
and they may have responded to the government’s specific marketing (DfE, 2020b), which 
uses emotive language to engage potential applicants;  ‘every day you’ll get the chance to 
inspire young people’, ‘use your skills to give something back’, ‘make a difference and 
inspire the next generation’, emphasising the worthy altruistic nature of the profession which 
is potentially appealing to an applicant without recent working knowledge of the school 
context. Some applicants may consequently be relying on their own perceptions of what it is 
like to be a teacher, based on their own ‘pupil view’ of the role, coupled with the 
government’s persuasive marketing. The ‘Every Lesson Shapes a Life’ film (Get Into 
Teaching, 2020) has attracted some particular online debate with the TES (2020) making 
reference to some of the tweets posted in response to it, for example: 
Do they show the bit where he is observed again for the third time 
that week or how he fires up the laptop at 9.30 when his own kids 




with another adding: 
He’s leaving at the same time as the kids and not taking marking with 
him?! Is this a parallel universe? 
 
 And then countered by tweets such as: 
I blooming love being a teacher! It's a stimulating and rewarding job and we get 
to make a difference in people's lives and in our own! I know it's tough and there 
are huge challenges, but we need to limit moaning and look for the positives! 
 
At the very least these comments demonstrate that there is more to teaching than its 
portrayal in the government’s advertising campaign. Without having a rounded view of the 
role of the teacher, prior to application, then it stands to reason that the reality of the role will 
not match the expectations of some student teachers. At times during their ITE programme, 
it would therefore seem reasonable that a student may well consider whether teaching is the 
career for them and voice this with their mentor but as we can see this can impact upon how 
the mentor then feels about mentoring a mentee who is unsure. It is understandable that a 
mentor might feel as though they are wasting their time if a mentee is not fully committed to 
the idea of teaching, but, given the attrition rates mentioned earlier, it would also appear to 
be common for teachers to question their career choice. This is a reality which needs to be 
acknowledged and handled without it negatively impacting upon the mentoring relationship 
as this could only reinforce any feelings in a student teacher that they had made the wrong 
choice of career.  
Mentors expected mentees to be not only committed to the profession but also committed to 
the children. Mentors all felt that mentees ought to be interested in the children and what is 
happening in their schools, this was also highlighted by Hudson (2013). This study’s mentors 
felt that, all too often, their mentees were more interested in their own agendas e.g. their 
own tasks which needed to be completed for the university (SB, line 152, SA lines 166-169, 
195-203 & 215). Conversely some of the study’s student teachers (BA49, BA51, PG13, 
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PG43, PG45, PG47, PG71, PG72) felt that their work was not respected by their mentors 
with BA49 giving a specific illustration which s/he found unsettling: 
[the mentor] Either not giving time to allow activities to be carried out 
or switching groups or changing who I had planned for. Some 
teachers take advantage of the work (i.e. when doing BR@P 
[Boosting Reading @ Primary, an intervention programme] I spent 
most days just reading with everyone in the class) 
 
Students can be given a variety of tasks to complete on placement, by the provider. The 
placement tasks would be designed to ensure that students are making effective use of their 
time on placement, that they find out what they need to know to be able to teach effectively 
and that they engage in reflection to make progress, with a central aim being that the 
children they teach make progress. It seems from the mentors’ discussions (SB, lines 152-
158; SA, lines 194-202) that students view these as the ‘important’ things to attend to, using 
a clinical approach to their placements, ‘ticking off’ tasks to evidence competence and 
subsequently successful completion of the programme. University colleagues, responsible 
for setting placement tasks, need to be aware of how mentors often feel about how the 
students approach placement tasks and this needs to be shared in placement briefings so 
that students are aware of how to approach the completion of these tasks when in school. 
Mentors felt that if students were interested in what was happening with their children in their 
school, rather than in the completion of their tasks, then ‘what they’d be doing for the 
children would be right’ (SA, lines 199-202). It would appear that university colleagues 
should ensure that they are co-ordinated in their setting of tasks so that any overlapping or 
perhaps unnecessary tasks are removed, it would be useful to involve colleagues from the 
wider partnership to be involved in the setting of any placement tasks too so that they were 
able to contribute to the process and have some ownership of those tasks so that they 
understood the value of them and would consequently respect the need for a student, in 
their remit, to complete them. 
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4.2.6 Openness to Feedback 
 
Mentors felt that mentees need to be open to taking suggestions on board (SB, lines 81-83), 
again a desirable attribute already identified in mentoring literature (Hudson, 2013). Mentors 
also reported that they want mentees who will take feedback positively (SB, lines 104-113) 
and who subsequently act on the advice given by them (SA, line 258). Some mentees did 
explicitly acknowledge finding it challenging to receive feedback that they did not necessarily 
agree with (BA48; BA54; BA59) but none of them reported ignoring that feedback, on the 
contrary, they felt that they worked to address it: ‘I listened to the feedback and put it into 
practice to make sure that I made the most of the support’ (BA48); ‘[I] Accepted the feedback 
and took guidance on board’ (BA54) and ‘I took any feedback/targets positively and used 
these to plan and better my teaching. This showed I was appreciating the feedback’ (BA59). 
If these were the responses from those particular students who cited receiving feedback that 
they did not necessarily agree with then it would seem reasonable to assume that mentees’ 
responses to feedback which they felt was reflective of their practice would be at least 
similarly positive. This demonstrated a particular area of potential tension between mentors 
and mentees in that mentors felt that mentees were often not sufficiently receptive or 
responsive to their feedback, but mentees felt that they were responding appropriately. 
4.2.7 Emotional strength 
 
Mentors (SA) discussed the need for a mentee to have a secure self-esteem and 
confidence, with Mentor M1 (SA, lines 203-206) giving a particular example: 
I’ve had someone whose confidence and self-esteem hasn’t been 
there, subject knowledge and everything like that, like the layout of 
the lesson has been there and the progression that they’ve wanted to 
make for the children but that self-esteem and confidence has been 
so low that it’s been hard to make the other things positive, even 




This indicated that they believed that if a student teacher does not have a healthy self-
esteem and, or, confidence then it does not matter if they have the other necessary skills 
and attributes as they would be unable to implement them effectively, being too inhibited by 
their evaluation of their own worth and subsequent state of being. However, it needs to be 
noted at this point that we do not know exactly what Mentor M1 understands, and therefore 
means, by the terms ‘self-esteem’ and ‘confidence’ given that they are constructs in social 
psychology (Smith and Mackie, 2007) but also terms used widely in everyday life. 
Consequently, we do not have a potentially shared understanding; this is an area therefore 
which would be worthy of further research. Teaching would not seem to a natural career 
choice for a person who was lacking in self-confidence but it is apparent from the mentors’ 
discussion that there are student teachers who they perceive as lacking in self-esteem and 
confidence therefore we need to examine how we support those students, given that they 
may fundamentally affect a student teacher’s ability to succeed. 
Mentors also discussed the importance of a mentee making a good first impression, and 
how they might do this, which is worthy of note as this is something which could be stressed 
to students before they embarked upon a placement. This would be a focussed, 
straightforward aspect to achieve and would set the relationship off on the best footing.  
4.2.8 First Impressions 
 
Although the importance of ‘first impressions’ was not highlighted in the 
mentoring literature reviewed it was raised by both of the mentor focus groups. 
The mentors in this study did have high expectations of their mentees from the 
outset, and the provider, as articulated by M4 (SA lines 152-154): 
Trust… you’re just giving them your class really and you’re trusting 
that the university have sent you someone reliable, sensible, worthy 
of your class and then you’re handing them over aren’t you, with the 
support in place? 
The calibre of a mentee was clearly important to the study’s mentors as them feeling 
nervous before they met their mentees was discussed in one of the focus group discussions 
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(SB, lines 147-151). Mentors were aware that they make first impressions of their mentees 
and there was some discussion around being careful not to do this (SA, lines 417-421) with 
a recognition that a mentee can also be feeling nervous at this point and ‘come out with 
things, say things’ (SA line 417) that perhaps do not reflect them accurately. Mentees were 
also aware that their mentors made first impressions of them with BA86 reporting that they 
were challenged by the experience that mentors‘ Make a first judgement very fast of you 
without giving you a chance’.  
Mentees can be proactive in creating a positive first impression by being prepared and 
proactive in making contact (SB, lines 293-294), for instance. A positive first impression 
would reassure a mentor, who may also be feeling nervous (SB, line 147), that the signs are 
good for a positive placement. Although the mentors were aware that first impressions were 
not always accurate (SA, lines 416-420), they acknowledged that they do make them and so 
it would clearly be in a mentee’s best interests to ensure that they are good. 
As we move to the next theme it would be pertinent to note that, to give the reader an initial 
overview of those key themes which were informed significantly by mentee data, the 
analysis of each opens with a concept map. These aim to synthesise and illustrate mentee 
responses, given the expansive nature of that data. The theme of what constitutes The Ideal 





4.3 The Ideal Mentor  
 




Actions related to feedback, support, guidance and advice featured significantly in the 
mentees’ responses to identify ‘the three most useful things a mentor does’, as seen above. 
They also featured in the mentors’ responses which was in line with mentoring literature 
around the role of the mentor and a mentee’s expectations of a mentor (see 2.2 The Role of 
the Mentor, p35 and 2.3 Initial Expectations of the Mentoring Experience, p37). The following 
sunburst diagrams (Figure 21, p151 and Figure 22, p152) indicated how significant these 
terms were to both mentors and mentees and allowed a comparison to be drawn in Figure 






















Figure 23: A comparison of mentors' and mentees' most frequently used words 









Ranked Ranked with 
Mentees 
Mentor 1st 2nd  Students 1st  - 
Feedback 2nd 17th  Mentor 2nd 1st  
Support 3rd 5th  Teacher 3rd 9th  
Teaching 4th 15th  Placement 4th 5th  
Placement 5th  4th  Support 5th 3rd  
 
Advice 12th  23rd     
Guidance 23rd  -    
 
Notably ‘feedback’ was referred to much more frequently by mentees than mentors which 
indicated how important students felt it was and perhaps accounts for how strong their 
emotional responses were, to episodes of feedback. ‘Feedback’ will be considered further, 
later in the chapter. I also compared the use of ‘advice’ and ‘guidance’ as these were 
highlighted by the Ideal Mentor word cloud, illustrating specifically what mentees were 
looking for, from their mentors, in addition to ‘feedback’ and ‘support’. ‘Advice’ was also one 
of the mentors’ frequently used words, although towards the bottom of their list, but 
‘guidance’ did not feature. Clearly, ‘feedback’, ‘advice’ and ‘guidance’ were more highly 
prized by the mentees. At the very least, this demonstrates a mismatch in what participants 
felt were the significant aspects of mentoring which immediately underlined a difference in 
expectations around the role of the mentor. ‘Support’, however, was cited by both mentors 
and mentees and its ranking was much closer, it was the 3rd most frequently used word by 
mentees and the 5th most frequently used word by mentors. 
4.4 Understandings of Support 
 
The potential for misunderstandings due to initial perceptions of the mentor’s role, and the 
language used around mentoring, a closer examination of one particular term used within 
the mentoring process will illustrate how this can contribute to a breaking down in relations 
between mentors and mentees. The fact that both mentors and mentees referred to ‘support’ 
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so often was not as reassuring as it appeared, in terms of participants having shared 
expectations of the role. On studying participants’ wider responses it became clear that 
understandings of these often-used terms were not necessarily shared. Manning and 
Hobson (2017, p1) found that there was evidence of a ‘distinct discrepancy between the 
perceptions of mentors and mentees regarding the nature of the mentoring experience’.  
When asked to identify ‘the three most useful things a mentor does’ a significant proportion 
of students (58%) stated that ‘support’ was something they would expect from their mentor. 
‘Support’ also featured in the mentors’ focus group discussions with the first contributor (M3, 
SA line 132) in one discussion citing ‘support’ as a fundamental aspect of their role and the 
next contributor saying ‘Shall we just all say support? Support, support, support [with general 
agreement from around the table]’. ‘Support’ might be quite an obvious thing to expect from 
a mentor (Izadinia, 2016) but the notion of support is evidently complex as it became clear in 
the data that it could mean quite different things to each participant, whether a mentor or a 
mentee, as it was cited in varying contexts. One person’s ‘support’ was another person’s 
‘spoon-feeding’. As we have seen, the literature makes clear the expectation of support from 
the mentor (Malderez, 2001; Hobson et al., 2009) but it again does not make explicit what 
type of support is being talked about and so this would be open to interpretation by an 
individual. The potential interpretations could be quite different with each interpretation 
influencing a different perception of what it would mean to support or be supported. 
4.4.1 Perceptions of support 
 
4.4.1.1 Emotional Support 
 
PG5 suggested that a mentor should ‘support you in your ideas’ which is interesting as this 
suggested that this student was looking for a mentor to stand by them, giving reassurance 
and that potentially whatever they think should be supported by the mentor. This was 
underlined by the other things PG5 thought a mentor should do; ‘Help calms your nerves’ 
and ‘Be a friend’ which clearly implied that this particular student was seeking significant 
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emotional support from their mentor. This resonates with the work of Mackie (2017) where 
the importance of the personal dimension of mentoring was highlighted. Other students were 
also explicit in their expectation of this type of support, for example, PG49, PG62, PG63, 
PG71 and PG94 all cited ‘emotional support’ as one of the most useful things a mentor could 
offer a student which supported the idea that the presence of a close emotional connection 
between mentor and mentee leads to better outcomes, including feelings of self-worth 
(Izadinia, 2016). The National Standards for mentors make note of the need to establish 
trusting relationships and empathise with the challenges a trainee faces (DfE, 2016, p11) 
and so it would be reasonable to think that mentees might expect this from their mentors as 
they embarked on a placement. The mentors interviewed did identify emotional support as 
potentially being part of a mentor’s role but implicitly rather than explicitly, for instance, one 
mentor (M10, SB line 8), when articulating why they would identify Mr Miyagi as an effective 
mentor said ‘he’s very patient and forgiving’ which indicated that they might expect a mentee 
to make mistakes and that they would respond in a kindly way which in turn indicated a 
stance which supported a student emotionally. Later in the focus group this mentor went on 
to talk about the negative impact that a particular mentor had had on her whilst she was 
training (M10, SB lines 39-40) ‘my final one was really bad to the point where I didn’t even 
apply for any jobs, by the time I’d finished I literally had no confidence’ which makes clear 
how important it is to be supported emotionally as the impact of leaving a placement with ‘no 
confidence’ prevented this teacher from applying for a teaching post; there is a need for a 
mentor to support the person within the process in addition to providing professional support 
to improve practice (Yeomans & Sampson, 1994). However, mentors, in this study, felt that 
emotional support was not something that everyone needed but that it was something given 
if things did not go to plan. Interestingly, when discussed explicitly, mentors talked about the 
giving of emotional support as being a ‘challenge’ of the process rather than something to be 
expected; M8 (SB lines 81-82):  
When you’re trying to suggest something… we had one student, she 
took it very personally like you were criticising her and it wasn’t, it 
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was about trying to see past that, this went wrong but actually if you 
did it this way it might be better so it was more about her attitude 
wasn’t it? 
 A need for emotional support was perhaps seen as a negative aspect of a particular mentee 
as it was seen here as an issue with the mentee’s ‘attitude’. This mentor distanced ‘the 
performance’ from ‘the student’ and in turn expected the student to be able to distance their 
own self from their performance which may be challenging and it might seem 
understandable that the student felt that the feedback was personal (Timostsuk & Ugaste, 
2010). The giving of emotional support was discussed explicitly by others, within the remit of 
the challenges associated with being a mentor, and M1 (SA lines 271-275) started that 
conversation with; 
I think sometimes when it gets like emotional as well and when they 
bring in personal things from home because we all know as teachers 
and friends that things are happening at home and you can deal with 
it but as soon as you come in to work, or in the classroom, that 
personal side’s got to go and I think when you’re with a student and 
you’re giving them bad feedback or etc and then they bring in 
something personal you’re like er oh no or they start crying and 
you’re like oh crap 
Not all mentors consistently distinguished between emotional and practical support, (M1 SA, 
line 12) identified that Mr Miyagi has ‘got a lot of skill as well hasn’t he? He knows a lot… so 
you’d be confident in having him as your mentor’ which demonstrated an understanding of a 
distinct relationship between the practical and emotional aspects of the role, one followed 
the other potentially in that a mentee would feel confident if the mentor was experienced and 
skilled (Garvey et al., 2018). 
Mentors did implicitly acknowledge that emotions needed to be dealt with as it was apparent 
that mentors were well aware of having to ‘act ok’ in the classroom e.g. M13 (SB lines 144-
146) said ‘Even if you’re nervous you can do that can’t you, even if you’re nervous you can 
paint that smile on, you have to’ when referring to dealing with personal issues themselves 
and they appeared to feel that mentees need to do this too. This links with the work of Gu 
and Day (2013) in terms of the perception of resilience being a learnt capacity to maintain an 
emotional equilibrium in challenging and unpredictable circumstances.  Given that the 
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students involved in the study were in this position for the first time, being mentored in a 
school context, it would have been challenging for them to ‘act ok’ when they were not 
necessarily feeling ok. They may not have been able to prepare for this because they were 
not necessarily aware that the ability to conceal their emotions was something they would be 
expected to do. However, the mentors in the study had all mentored several students and so 
they would have been reflecting upon their experiences of mentees both new to the 
experience and those who were more experienced in the process. As university educators 
we have a responsibility to share with students the variety of lived experiences of being 
mentored rather than limiting the preparation for their initial placements to largely superficial 
practicalities and waiting until issues arise before dealing with them. These reoccurring 
themes must be shared with students so that they know what it is that they need to prepare 
for. 
The mentors in this study did acknowledge that the need was there, at times, for the giving 
of emotional support but that it was something which made their job more problematic. The 
giving of emotional support was also seen as time consuming and consequently something 
which they would prefer to avoid. This was underlined by M6’s comment ‘[I] invested an 
awful lot of time… basically it was time… a lot of extra time’ (SA lines 245-249). However, 
one mentor (M7 SA, lines 10-11) selected Mr Miyagi as a role model for mentors ‘because 
he’s got patience and they do it alongside each other, rather than just being told what to do 
they’re doing it together’ which does indicate an appreciation of the need to support the 
person throughout the process. By identifying ‘patience’ as a requisite quality both M7 and 
M10 demonstrated an understanding that being a mentor is not straightforward, they must 
expect setbacks. Aspects of mentoring can be frustrating but by acknowledging the need for 
patience the mentors made it clear that setbacks were something to be expected, rather 
than something which were a failing in an individual mentee. It needs to be made explicit to 
students that their call for emotional support may not be answered readily by their mentor, 
perhaps they need to seek pastoral support elsewhere and think about their mechanisms for 
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this before embarking on placement. Supporting pastorally is a role which a university 
guidance tutor could fulfil, as they are at a distance and removed from the mentee/mentor 
relationship. The mentee may feel more able to be vulnerable with their guidance tutor as 
this would not be something which might be viewed as a ‘black mark’ (Hobson & McIntyre, 
2013) or as a sign that they were not coping with the demands of placement but something 
which may be expected as ‘normal’. This also relates to those mentoring models (Hobson et 
al., 2016) which valued external support, in the form of mentoring and coaching.  
4.4.1.2 Practical Support 
 
Support was also seen in the data as something more practical in nature for some 
participants. BA27 thought a mentor should ‘Support you throughout the placement 
experience’, their elaboration indicated that they were not thinking of emotional support. 
They went on to explain what they understood by support: ‘Provide advice and 
recommendations to improve teaching/approaches to learning’ and ‘Ensure targets are being 
met and review weekly in order to meet standards’. This stressed that this student’s 
understanding of what it meant to be supported did not encompass support of an emotional 
nature. Another student, BA28 said; ‘On my BA2 final placement my mentor was extremely 
supportive. She would give me useful feedback on assessed lessons. Also, she would 
include me in all of the staff meetings’. This indicated a student who appreciated their mentor 
being supportive by not only passing on their knowledge but by enabling the student to be 
part of the school community. Appreciating being ‘included’ in the staff meeting potentially 
indicated a student who felt welcomed which is emotional support. However, there would 
also be evidence of practical support here as the student would have been party to the 
information shared with the staff. As being accepted by, and integrated into, a specific 
community is part of Malderez’s (2001, p57) mentoring definition and Hudson (2005, p31) 
stated that the mentor’s first task was to help the preservice teacher to understand practices 
and the culture of a school then it is crucial that mentors include their mentees in wider 
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school activity, such as staff meetings, to ensure that they are integrated and informed. 
Mentors cited the practical aspects of support too which they felt to be important:  
feeding little chunks of information and then hopefully it’ll build up to 
become the full package at the end 
(M5 SA line 42-43) 
 
you feel like you’ve got things that you can show them – little tricks 
that they can use, when you see them struggling away, day after day, 
you sometimes think well… actually I could help you here a little bit 
with this 
(M3 SA lines 29-31) 
 
Observe and feedback on their lessons 
(M9 SB line 166) 
 
modelling as well  - you doing it and them actually getting to watch, 
that modelling of lessons even sharing of behaviour management 
strategies because if you don’t get that right you can’t really teach, 
that kind of sharing of things and showing of things 
(SB M13, lines 177-179) 
 
Contributions were much more limited with regard to aspects explicitly related to emotional 
support being important: M10 (SB line 172) mentioned ‘developing their confidence’ being an 
important aspect of mentoring and M2 (SA line 144) said she felt it was vital to be able to 
‘Rescue’ a mentee. M5 (SA line 147) said ‘I also think it’s important to be approachable to 
the students as well’. 
4.4.1.3 What Constitutes Support? 
 
Another example of differing perceptions of ‘support’ was not in the definition of the term but 
in what constitutes support; M3 (SB line 14) said; ‘You see I’d pick Dumbledore for the same 
reason [skilled and knowledgeable] but because he’s also not afraid to let you drown a little 
bit but you can learn, because he let Harry go a little bit before he pulled him back in’ which 
was then added to by another (M2 SA, line 18) in the group who said; ‘A good mentor lets 
you take risks but is there on the side-line’. These mentors demonstrated that they valued 
the need for mentees to take risks. They felt they needed to allow a mentee some freedom 
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to find their limits in terms of what they could do independently but acknowledged that this 
must be observed so that they are ‘pulled in’ quickly if necessary. The inference was that if a 
student was allowed to ‘drown a lot’ then the experience would not be a positive one. Some 
mentees appreciated the freedom to take risks (BA59; PG37; PG55), they viewed this as a 
reflection of how much their mentor trusted them. However, some thought of this as being 
abandoned (BA80; PG58; PG94), feeling that a mentor had a student teacher to allow them 
some ‘free time’ leading to a mentee feeling like they were ‘going it alone’, ‘making it up as 
they go along’. If this is an intentional strategy a mentor takes then it needs to be articulated 
clearly to the mentee from the outset. The mentee would not then need to make 
assumptions about why their mentors were stepping back from them. Some mentees also 
recognised the need for a balance (BA29).  Mentors did acknowledge that some mentors 
were ‘mentoring for the wrong reasons’ M13 (SB lines 26-30) remembered her mentors: 
a couple of the ones I had didn’t really want a student it was the idea 
of eventually having someone in the classroom and you could go and 
do your own thing… that was quite appealing… you definitely get a 
sense, when you get a mentor like that it’s not about mentoring it’s 
about using you for a different reason… and, having experienced 
that, I wouldn’t want that for somebody that was coming into my 
classroom. 
 Mentor M12 (SB lines 93-97) expanded on the discussion surrounding ‘letting students go’: 
It’s a very difficult balance though because at the end of the day 
you’re still ultimately responsible for the children in the class and you 
can’t afford to allow it to go too far, it’s a tricky thing to do, to let 
someone run with something that you know is perhaps not going to 
work [general agreement] you’ve got to nip it in the bud really quite 
quickly and that’s the challenging thing I think – it’s not just how you 
address it with the trainee, it’s how long you allow it to happen 
This underlined the fact that mentors are not there for the sole purpose of mentoring but 
have a number of other pressing responsibilities, in particular, maintaining responsibility for 
the progress of the children in that class (DfE, 2011). Within schools’ performative cultures, 
which Ball (2003; 2017) suggested have the potential to create a culture of terror, then it is 
understandable that a mentor needs to be able to step in if they feel that a student’s 
performance is jeopardising any aspect of a child’s progress. Given a mentor’s time 
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constraints, their capacity to provide emotional support at times like this must again be 
compromised as their focus would still have to remain on the children’s progress, rather than 
on the mentee’s progress or wellbeing. 
 
In conclusion, mentors and mentees both stressed the need for practical support. Mentees 
articulated explicitly the need for emotional support. Mentors recognised that emotional 
support was something they may need to give but this was something they found 
challenging and time consuming. Mentors’ responses indicated that they were more 
reluctant to give emotional support and that they felt students just needed ‘to get on’ with 
feeling insecure. In part, this may have been linked to the mentors’ feeling that students 
were too introspective, too focussed on their own needs rather than on the needs of the 
children. This idea is addressed in the section 4.5.1.6 Students’ Agendas (p183), later in the 
chapter. The students’ introspection is perhaps inevitable, given the investment they will 
have made in their teacher training programme and because of this their expectation of what 
they will receive in return would naturally be high. Mentors’ central focus is on the progress 
of their children (DfE, 2011) whereas the students’ central focus may be on their own 
personal progress. In effect mentees may feel that they are competing for their mentors’ 
attention. It may well be that given the pressures and time constraints faced by mentors and 
with their ultimate focus being on the progress of their children that they may not be best 
placed to offer emotional support. However, emotional support is clearly needed by students 
generally, rather than in exceptional cases, and so mechanisms for providing that support 
need to be explored further by the university. The implications of a student not feeling 
emotionally supported are manifold, this may potentially lead to a student experiencing 
stress and anxiety, needing to seek help from their GP and ultimately not being able to 
complete their placement successfully. At this point, a student may choose to interrupt study 
and sometimes students do not return to the programme but choose to withdraw instead. In 
order to improve and maintain retention rates, improve outcomes for students within ITT 
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programmes, and therefore the progress of the children they are teaching, we need to 
ensure that we are listening to students about the type of support they know they need, be 
aware of the support which mentors are able to give and then reconcile the differences. 
4.5 Pinpointing the Tensions 
 
At this juncture I was reminded of Hudson and Hudson’s (2018, p19) stance, referred to in 
the study’s introduction, which provided the rationale for actively looking for the areas of 
tension: 
Attempting to pinpoint where tensions occur in mentoring 
relationships may assist to more effectively target those areas prior 




Figure 24: Communication Issues, identified by students 
 
 
The following themes, to be examined in this order, emerged from the data and were all 
linked, in one way or another, to issues of communication: 
• Communication of Placement Expectations 
• Reactive Communication 
• Trust Between schools and providers 
• Caught in the Middle and Feelings of Betrayal 
• Students’ Agendas 
 
4.5.1.1 Communication of Placement Expectations 
 
Issues around the theme of communication of placement expectations were discussed by 
mentors and were also highlighted by students, 21 of whom cited specific examples of how a 
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lack of communication between their placement schools and the university resulted in 
significant challenges for them throughout their placements (BA18, BA36, BA38, BA46, 
BA49, BA55, BA63, BA65, BA68, BA69, BA70, BA83, BA89, PG2, PG19, PG44, PG45, 
PG61, PG69, PG82, PG93). 
Several issues surrounding communication of placement expectations were prevalent at the 
beginnings of placements. Mentees expected that mentors would have accessed placement 
documentation prior to the placement but found that this was often not the case. However, 
the mentors in this study expected incoming students to be knowledgeable about placement 
expectations and associated paperwork. They stated that they would like students to be 
forthcoming in bringing that to their attention to help them navigate the process but they said 
that students did not do this. Some mentees talked about feeling uncomfortable with sharing 
expectations with their mentors because they felt that their mentors were pressed for time. 
The result of this, for the mentees, was that they felt mentors were not consistently aware of 
the individual nature of their placement and thus, why they were there. In turn, the study’s 
mentees felt undervalued and ‘not wanted’, also resonating with Hobson’s (2009) findings 
where beginner teachers reported feeling ‘at the bottom of the pecking order’. Mentors 
discussed wanting more placement information but according to the mentees, they did not 
access the information already given. This would be evidence that from the first day of a 
placement there would be scope for the beginnings of tension between mentor and mentee. 
During placement there was a continuation of the challenges, regarding documentation and 
different challenges also arose. 
According to mentees, mentors felt uncomfortable working on completion of documentation 
alongside a mentee. This perhaps related to mentors finding it difficult to give challenging 
feedback see 4.5.1.4 Delivery and Receipt of Challenging Feedback (p173) to a mentee. It 
could also be related to the considerable time pressures associated with being a teacher and 
a mentor. This possibility was recognised explicitly by BA63 who responded to the question 
‘What challenges have you encountered during the mentoring process?’ with ‘the lack of 
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time a mentor has due to their own workload. Sometimes they’re unaware of what to fill out 
and how often, often just wanting things signed off and completed as quickly as possible.’ 
BA83’s response suggested an additional reason, to that of time, ‘My mentor seemed unsure 
as to how to complete my grade descriptor at first and felt more comfortable in doing it at 
home, as she had very little time to do so at school’. This response suggested that BA83’s 
mentor perhaps felt exposed by not understanding the placement’s requirements and so 
wanted to look at the documentation away from the student. However, as discussed earlier, 
if mentors exposed their vulnerabilities this would go some way to redressing the power 
imbalance and make for a more trusting relationship (Stanulis and Russell, 2000, p78). BA83 
did go onto acknowledge that their mentor had little time available to them in the school day. 
Consequently, the teacher may not have withdrawn to look at the documentation because 
she was embarrassed to be seen not understanding. She may have kept it to one side 
because it might not have been an effective use of her time to be attending to paperwork 
during the school day. Given that the school was in operation at that point then there may 
have been other tasks that were better completed than completion of paperwork which could 
be attended to beyond those hours. We know that mentors’ work is complex, they are 
subject to competing demands and these define their actions (Valencia, Martin, Place & 
Grossman, 2009). BA83 elaborated further upon this scenario and reported encountering 
difficulties with being proactive, ‘I tried to ensure that our weekly meetings left enough time 
for my mentor to fill out my grade descriptor and weekly evaluative sheet with me but she felt 
uncomfortable perhaps? Or just wanted to get home earlier?’.   
As discussed within 4.2 The Ideal Mentee (p137) section It was evident that the mentors in 
this study would have liked to see students who were familiar with the placement 
documentation: 
M13 …but if someone just comes in knowing exactly what they need 
to know to start the placement, who knows what their first task needs 




M11 If they’ve looked through their handbook, which has been given 
to them  
M9 To navigate some of that paperwork as teachers is difficult 
M11 But they’ve had meetings at university and they should be 
looking at it and they, as students, should be going through that 
paperwork 
(SB lines 133-139) 
Supporting the idea that mentors want students to take responsibility for their own learning, 
(Hudson, 2013), the study’s mentors would have appreciated students, in addition to being 
familiar with their placement documentation, to take greater responsibility for sharing that 
placement documentation and a greater degree of ownership of it: 
M4 one thing I’m not as good at with them is their file, policies and all 
the information that they need  - I know they come with their contents 
list but trying to get it out of them is like drawing teeth so just to have 
that so we know what’s expected, if they’re a good teacher they can’t 
be a good teacher without a good file 
(SA lines 354-357) 
 
This mentor was relying on their students to provide them with the expectations for 
placement and found it frustrating when they did not have a forthcoming or proactive student 
who shared this with them. However, all schools were sent a link to the documentation prior 
to the start of a placement and so this mentor should have been able to access this without 
waiting for the student to arrive.  Documentation was sent electronically to schools but this 
discussion indicated that placement documentation did not consistently reach the mentors, 
an issue which was also identified by the students. Student participants stated that they 
worked to make their mentors aware of expectations, for instance, BA36 ‘Tried to inform 
them with the best of my knowledge on what the documentation required them to do’, BA63 
described ‘Telling them what sheets to fill out and giving them examples from Blackboard’ 
and PG69 ‘Showed her the new handbook’. Interestingly, none of these strategies would 
‘engage’ a mentor given the use of the verbs ‘inform’, ‘show’ and ‘tell’ by the students to 
describe what they did so it appears that students were happy to be conduits for the 
information but perhaps not to use the documentation alongside a mentor.  
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It is clear that the student participants knew that their mentors were often unaware of 
placement expectations. BA36 reflected that ‘Mentors (some) have not been informed on 
why I was there i.e. BR@P or have little knowledge on what their role was and what the 
documentation was’ and PG2 reported there was ‘confusion over reports and tasks 
necessary to complete’. 
Some students acknowledged that it was because the mentor had not accessed the 
communication ‘Sometimes key information sent by the university was not passed to my 
mentor’ (BA68). Others blamed university for this break in communication with BA18 stating 
that ‘it doesn’t sound to me when I go on placement that the schools have had much input 
from the uni prior to us arriving’. This made clear a perception that schools had not had a 
useful level of communication from the university prior to the beginning of their placement. 
This was also a perception confirmed by BA38, which had been cemented by his/her 
mentor: ‘[school based] mentor said guidance from the university would have been 
beneficial’. These students were working on the assumption that no guidance had been 
forthcoming from the university where in reality this guidance was available to the school but 
must not have been accessed by their mentor.   
Schools, hosting these students’ placements, were sent a link to information prior to the 
students’ arrival but it was apparent that this information was not consistently accessed by 
mentors. It could have been, for example, that it was not clear to administrative staff, 
receiving the emailed documentation, which member of staff was responsible for mentoring 
student teachers and so who to pass it on to; underlining the point that the mentoring of 
students was not a priority for a school. This would also reinforce students’ perceptions that 
they were low on a school’s list of priorities (Hobson, 2009).  If mentoring students was a 
priority for a school, then school administrators would know who to forward to documentation 
to. Students were made aware in placement briefings that all documentation was sent out to 
schools prior to their arrival and consequently they would assume that their mentor was 
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aware of placement expectations, potentially explaining why they would not think it 
necessary to be forthcoming with this themselves. 
One student (BA68) went further and pinpointed a lack of communication ‘between the 
training co-ordinator (who was the main contact between the school and university) and my 
mentor’ as the breakdown. There need to be clear lines of communication within a school for 
placement documentation to reach the appropriate person. Establishing lines of 
communication in a school is beyond the remit of the provider. Consequently, the provider 
needs to re-think how they ensure that the documentation is received by the mentors as 
student participants indicated that it is not received when in reality it must often rest in a 
school’s inbox or with a school’s ITE co-ordinator. 
4.5.1.2 Reactive Communication 
 
Both the mentors and the mentees in the study talked about the times when they contacted 
link tutors. Mentors discussed contacting link tutors when there was a problem. Mentees 
tended not to contact link tutors when there was a problem, initially, the reasoning behind 
that was not clear. However, as mentees reported that link tutors’ responses were not 
consistently useful to them then this could have been one reason why they were not 
routinely contacted.  
An example of a link tutor being contacted by a mentor, when there was a problem, was 
outlined by Mentor M13: 
Well, I had a student who sounds similar to yours ****, I mean he was 
really struggling and I mean he was trying hard but he hadn’t really 
grasped how much work went into being a teacher I think and we had 
to have that difficult conversation but actually the university mentor 
came in and did that with me, with him, and that was really helpful, 
rather than have that conversation with him on my own, I’d kind of 
started the conversation with him – just in feedback and things like 
that but it wasn’t until we sat with the university mentor, when there 
were two of us, that I had someone helping me to sort of say ‘are you 
sure this is what you want to do?’ because it had got to that point 
where we didn’t know whether he was really cut out to be a teacher, 
it needed to be as black and white and make him go away and think 
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about it , I didn’t find that easy to do so having someone else from 
the university to do it with me was much better, and actually,  he 
went on to do an additional placement, in between two placements I 
think, in between but I don’t know what happened after that but 
having that backup and support so it’s not left to you when you’re in 
that situation is really important. 
(SB lines 246-258) 
 
Apart from highlighting how difficult it was for this mentor to deliver this challenging 
message, resonating with the findings related to the delivery of challenging feedback, 
considered later in the chapter, this illustrated how important it was for this mentor to feel 
supported by university staff. This was crucial for them so that they did not feel isolated, and 
wholly responsible, in the undertaking of the more uncomfortable aspects of mentoring. 
However, M13 went on to raise a specific issue with contacting a link tutor when there was a 
problem:  
M13 Because sometimes it feels like universities don’t want to have failing 
students and we don’t want to have failing students but sometimes there’s that 
feeling of ‘are they going to let me say this person isn’t really cut out for it’ or will 
that not go down very well, I’ve always found them to be very supportive… but I 
know it’s a worry for universities to have students who aren’t going to make it, no 
university ever wants one of their students as a failing student on their numbers, 
it’s as it is anywhere 
(SB lines 261-266) 
The mentor discussed feeling potentially pressurised into passing a student when they did 
not feel able to. The reference to the pressure on retention makes implicit links with Ball’s 
(2003) ‘terrors of performativity’ and stating ‘it’s as it is anywhere’ implied that this mentor 
knew how it was to work within such a performative culture. When this mentor said ‘are they 
going to let me say this person isn’t really cut out for it’ they indicated that they were not 
regarding their relationship with the university as a true partnership as it is clear that they felt 
the university held the power in this scenario. The pressure felt by mentors to pass a weak 
student, and the power balance within the school/university relationship in similar 
circumstances, is also illustrated by the following contributions to the mentoring discussions: 
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M3 Well, we contacted the university [not the university associated 
with this study] and spoke to his tutors and they didn’t understand 
that what we were saying was right - we tried moving him into 
different classrooms, putting him into a different key stage, in the end 
he just came with me, not because of the fault of any of the other 
teachers but because I knew what the university was saying and they 
weren’t going to fail him under any circumstances so we just had to 
get him through 
(SA lines 222-226) 
 
M3 whereas the other case we had we didn’t get support from the 
university so that was a little bit unsettling and thinking right this is us 
on our own here and we can’t get rid of him so we’re just going to 
have to sort of like coach him and channel him through it 
M2 So yes – when he was in my class it brought out a side of 
mentoring that I didn’t enjoy so I had to be really firm, really blunt and 
it wasn’t fun erm, it was really difficult to try and deal with him the 
way he was and then because once they said they wouldn’t fail him 
M3 just took over  
(SA lines 264-270) 
These excerpts made it clear that the study’s mentors felt under pressure to pass students 
and in this case the mentors stated that it was explicit that the university concerned was not 
prepared to have a failed student. Consequently, it was apparent that the mentors felt 
isolated in that their judgements were neither recognised nor respected, this is in direct 
conflict with Stanulis and Russell’s (2000, p79) view that each voice must be truly honoured 
in a mentoring environment where teachers, students and university educators learn from 
each other. If scenarios like this happened then this explained why mentors felt that there 
was a power imbalance, weighted in favour of the university. 
Looking at further examples of when schools spoke with universities during a student’s 
placement  
M4 I mean in the past we (*******) we’ve had conversations where 
we’ve had to arrange extra visits, put in a support plan during the 
placement  
M1 Yes and people talk to me and then I pass it on to [*******] and 
sometimes someone’ll know to go straight to [******] but then 
sometimes I could step in and we could work together  
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M5 It has been helpful on this placement to just contact *** 
straightaway and then it can nip things in the bud a bit quicker and 
get support plans and different things 
 (SA lines 234-239) 
 
M3 Well, ****** is in school quite regularly  - it’s good to know that 
****** is just on the end of the phone or just chat a problem through 
and it gets sorted out quicker 
(SA lines 312-313) 
Underlined that communications, between mentors and link tutors, often arise from negative 
experiences ie the university will be contacted when there is a problem.  
Although students were encouraged to contact their link tutor if they needed support it 
appeared that very few students proactively did this. Only three students reported contacting 
their link tutor and this was for support with explaining placement tasks and documentation 
to their mentors. BA68 reported finding it difficult to advise their mentor on how to navigate 
the placement documentation and although the link tutor’s support was useful, ‘my Link 
Tutor cleared up any misconceptions during his visit’, it was not clear from this response 
whether the link tutor made a visit in response to the student’s concerns or whether this 
support was given during their scheduled visit. BA70 did proactively seek help; ‘I tried to 
contact uni and link tutor for support but no-one got back to me’, aside from it being 
unacceptable that this student received no response it seems that the student was not 
persistent in contacting their link tutor as they then decided that they ‘just had to try and fit in 
by doing what the other members of staff were doing’. PG82 experienced a different 
challenge when involving their link tutor; ‘I asked my link tutor for help about struggling with 
time and uni work. The message got mixed up by the time it reached the school and I got 
given out to from head teacher’. Students were encouraged to contact their link tutors if they 
had any issues which they were finding hard to deal with but it was apparent that they were 
not consistently getting in touch with link tutors to seek support. Students might have been 
reluctant to contact their link tutors because they felt a link tutor would not respond in 
sufficient time, given BA70’s experience. However, perhaps they did not want to appear to 
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their mentor as though their support was not sufficient or that they were complaining in some 
way about the support they were receiving from their host school, this was underlined by the 
head teacher’s response to PG82 for having made contact with their link tutor. Another 
reason for not contacting the link tutor might have been that students felt that link tutors were 
in an ‘over seeing’ role, the link between a school and the university, rather than a link 
between student, school and university. This is a theme which will be explored further in 
4.5.1.5 Caught in the Middle and Feelings of Betrayal (p180). 
4.5.1.3 Trust Between Schools and Providers 
 
SA mentors discussed an experience with one student which ultimately eroded their trust 
with one university: 
M3 We’ve talked before about certain students who thought they 
were above, like the mentors, so we had one chap, from ****** 
University, who, every time somebody gave him some advice to try 
and move him on, to be fair – especially if it was woman, he just 
didn’t listen to anything  so then we ended up having arguments with 
the university  and it didn’t turn out very nicely in the end because, 
because of his attitude 
(SA lines 174-178) 
 
They went on to describe what happened: 
M3 Well, we contacted the university and spoke to his tutors and they 
didn’t understand that what we were saying was right - we tried 
moving him into different classrooms, putting him into a different key 
stage, in the end he just came with me, not because of the fault of 
any of the other teachers but because I knew what the university was 
saying and they weren’t going to fail him under any circumstances so 
we just had to get him through, he did actually get on better with 
males than he did females which was strange thing so he wouldn’t 
speak back to me , he would say ‘yeah, yeah – that’s a great thing to  
do’ whereas I don’t think he would have ever said to the teachers in 
the other classrooms 
(SA lines 221-228) 
This resonates with the earlier discussion where these same aspects of the focus group 
discussion were reflected upon through the lens of power. The impact of these episodes, 
172 
 
where the university ‘overrules’ a school’s view, is that the relationship between a school and 
a provider is damaged as the trust is immediately eroded (Stanulis & Russell, 2000). 
Mentors from one of the focus groups clearly valued a positive, trusting relationship between 
themselves and a provider: 
M7 I think it’s good that we’ve known ***** as long as we have 
M3 Yes, the relationship with the university is important isn’t it for the 
student and for the mentors 
(SA lines 242-243) 
 
M5 I just think this past couple of years has been better because of 
the relationship we’ve built up with the university is different and 
made a difference to everyone’s placement really and it’s helped us 
as teachers a lot, it’s been really beneficial 
(SA lines 425-427) 
 
These excerpts relate to the value of a positive relationship between the university and 
school-based mentors. It is interesting that the mentors talked about the length of time that 
they had known a link tutor for, this would not necessarily make for a stronger more trusting 
relationship but in this particular case it had clearly helped to do that. It is not always 
possible for a link tutor to be assigned to a particular school for a long period of time but as 
these mentors discussed valuing a positive and trusting relationship it is important to think 
about how such a relationship can be fostered and encouraged in a potentially short time. 
Schools may have well-established relationships with particular link tutors, but this is not 
possible with students as students will be assigned to a link tutor for a placement, rather 
than a succession of placements. It also needs to be considered, however, that a student, on 
a placement in a school which has a strong relationship with the link tutor, may be more 
reluctant to contact a link tutor for further support as they link tutor could be viewed almost 




4.5.1.4 Delivery and Receipt of Challenging Feedback 
 




As illustrated by the following comments, some students felt that their mentors were not able 
to deliver potentially challenging messages: ‘Some, I felt, weren’t critical enough. I think 
possibly some criticism was sugar coated and this wasn’t helping me to learn from my 
mistakes and improve my practice fully’ (BA40) and there was ‘too much positive feedback 
(nothing to work towards)’ (BA58). These remarks indicated that these students were keen 
to improve, recognising the need for constructive feedback and focussed target setting. They 
were actively expecting constructive criticism and were disappointed when they did not 
receive it, believing this would hinder their progress. This is in line with Bullough (2005) who 
noted that some mentors can struggle to give critical feedback to a student teacher. The 
comments of BA40 and BA58 also suggested that their mentors did not feel able to deliver 
their feedback honestly so perhaps they were lacking the skills needed to deliver less 
positive feedback confidently or of course it may suggest that these students were overly 




Figure 26: What did students do to ensure their experience of mentoring was positive? 
 
With regard to when students did receive less positive feedback BA54 cited ‘Receiving 
feedback that I don’t entirely agree with’ as being a particular challenge of the mentoring 
process but added that they ‘accepted the feedback and took guidance on board’ in order to 
progress, this response was in line with other students’ responses (see Figure 26, p174). 
PG56 also cited ‘Accepting feedback from my mentor, which took the ‘‘tough love’ approach 
to feedback’ as a challenge. Both of these students dealt with their feedback positively, yet 
passively, acknowledging that although they did not like it they acted on it to ensure their 
professional development, or perhaps to ensure a more satisfactory outcome at the next 
feedback session, given that their mentors were also their assessors (Hobson & Malderez, 
2013). BA57 suggested that they ‘Accept any feedback given’, demonstrating that they were 
prepared to deal positively with feedback, regardless of whether they felt it justified or not.  
BA59 reported that; ‘I took any feedback/targets positively and used these to plan and better 
my teaching. This showed I was appreciating the feedback’. These comments demonstrated 
that these students were aware of a need to show explicitly to their mentors that they were 
actively listening to their advice. Interestingly, these respondents used the verbs ‘to take’ and 
‘to accept’ when reporting what they did with the feedback. Their choice of verbs resonated 
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with those used when students cited what they did with the placement documentation: 
‘inform’, ‘show’, ‘tell’, again verbs which did not indicate any level of engagement but instead, 
receipt or delivery. This indicated that they felt that feedback was not an area for discussion 
but something which was to be ‘accepted’ and irrefutable. This passive response must stem 
from the power discrepancy between student teachers and mentors, where the mentor has 
considerable power in providing feedback (Anderson, 2007). 
One student (BA83), considered how the mentor might have felt when constructing feedback 
and suggested that one of the reasons why their mentor took feedback home to complete 
was that they were possibly uncomfortable completing this in the presence of the student: 
My mentor seemed unsure as to how to complete my grade 
descriptor at first and felt more comfortable in doing it at home, as 
she had very little time to do so at school. I tried to ensure that our 
weekly meetings left enough time for my mentor to fill out my grade 
descripted and weekly evaluative sheet with me but she felt 
uncomfortable perhaps?  
This could be a reasonable explanation as it would be easier for a mentor to think about how 
to phrase or couch written feedback when not being observed by the mentee who they were 
writing about, if being observed the temptation may be to not deliver those more difficult 
messages as clearly, or perhaps at all. The mentor could also be feeling uncomfortable as 
BA83 has noted that they seem unsure about how the paperwork was to be completed and 
so the mentor may well not have wished to appear lacking in knowledge in front of the 
mentee. It would be easier for the mentor to have suggested to the student that the reason 
for taking the paperwork home was due to time constraints rather than because they were 
uncomfortable doing this in the presence of the student or because they were not sure of 
what they were doing. Any of these three causes for the mentor’s potential discomfort could 
be addressed by preparation for the role, beyond the delivery of the administrative aspects, 
underlining Mentor M7’s (SA lines 100-102) opinion that mentoring skills may not exist in all 
teachers. As tensions can subsequently arise when a mentor lacks the skills to mentor 
(Soutter, Kerr-Roubicek and Smith, 2000, p6) this underlines the need for mentors to 
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develop the understanding that being an experienced teacher does not necessarily equate 
to being an effective mentor and so be prepared for the process. 
BA40 was also explicit about the discomfort experienced by a mentee when a mentor 
recorded observations of their practice: 
I think when the mentor would write things down as you were 
teaching it’s unsettling. It is so because you then begin to think of 
what you just did for them to write something down and if it was good 
or bad which then puts you off your teaching for a while. 
Although this student was talking about when a mentor was actively observing a lesson, it 
does make clear the impact of an assessor writing their notes to inform an assessment 
about a student in front of them. University guidance suggested that it was reasonable for a 
student and a mentor to sit together whilst some of this grading documentation was 
completed but this was potentially an uncomfortable scenario for both mentor and mentee 
unless both were secure and confident in their roles and expectations of the process. 
Student BA85 also cited ‘getting feedback’ as a particular challenge of the mentoring 
process and described how it was delivered; ‘she would leave my sheet on the table and I 
wouldn’t know if I could take it or not.’.  By leaving a student’s feedback on a table the 
mentor could be perceived as disregarding the need for confidentiality. Classrooms are busy 
places, frequented by children and other adults, by leaving feedback out and not being 
explicit with the mentee about whether they were able to take it would allow for this feedback 
to be read by others. This is also further evidence of the inherent power imbalance, the fact 
that the student teacher was not sure if they were ‘allowed’ to read it or not when it was left 
in a public place underlines the vulnerable position of the student teacher. The student in this 
scenario was made to feel uncomfortable, not knowing whether they were permitted to look 
at the comments made about them and yet these comments were left open to be looked at 
potentially by anybody who might be passing. This underlines the need for mentors to think 
carefully about the potential impact of their actions associated with the giving of feedback 
and relates to Timostsuk and Ugaste’s (2010) stance around needing to think about not only 
what feedback is delivered but how it is delivered. The intention behind one of their actions 
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could be misconstrued easily by a mentee, in a vulnerable position, in the scenario where 
there is a distinct power imbalance.  
Mentors, in both focus groups, discussed at length their experiences of delivering feedback 
perceived as negative by a student. M1 (SA, lines 273-274) said 
when you’re with a student and you’re giving them bad feedback or 
etc and then they bring in something personal you’re like er ‘oh no’ or 
they start crying and you’re like ‘oh crap’ 
 describing how, in these cases, the mentor stopped behaving as a professional and had a 
personal response to a student citing personal circumstances, or becoming distressed and 
so it is possible to see how this episode might conclude abruptly with such a change of 
focus. The students in these scenarios did not appear to be disagreeing with a judgement 
but in effect were providing an explanation for their performance which might then deflect the 
attention from that professional performance to their personal self. The students were 
possibly, albeit indirectly, asking for emotional support or recognition and consideration of 
their situation as a mitigating circumstance, at this point the mentor could be put into the 
position of being made to feel uncomfortable at having caused a student’s distress. This type 
of experience might naturally have an impact on subsequent feedback sessions delivered by 
this mentor. They may be reluctant to deliver challenging messages for fear of having to deal 
with a mentee’s emotional response. Being able to deal appropriately with a mentee who 
has an emotional response to feedback delivered is a skill which evidently needs to be 
present in the mentor to allow the feedback to continue constructively and to prevent the 
mentor from avoiding the delivery of any challenging messages in the future. Experiences of 
this nature also link directly with the dichotomy of aspects of the mentors’ roles, being 
mentor and also assessor, causing confusion and potentially making the relationship 
unworkable (Bradbury and Koballa, 2008). 
Mentor M4 (SA lines 278-279) talked about a different, yet still challenging, response from a 
student: ‘so when she said things like ‘oh it’s because I’m a lesbian’ when she’d had a bad 
lesson I mean what do you say to that? No, if you were heterosexual I wouldn’t like it either?’ 
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Here a student was not accepting the feedback given and responded defensively by 
suggesting that the mentor was punishing her for her sexuality rather than feeding back 
honestly on her performance. An accusation of such behaviour is a significant allegation of 
unprofessional behaviour and contrary to the requirement for teachers to show tolerance of, 
and respect for, the rights of others (DfE, 2011) which could have consequences for the 
mentor in question. From this point on this mentor still reported the delivery of honest 
feedback but would only give feedback alongside another colleague (SA line 284), to 
safeguard herself. 
Mentor M9 (SB lines 104-106) also identified defensive behaviour as challenging to deal 
with: 
M9 The thing I find difficult is when you’re giving them feedback and 
I’m always quite fair and I tell them what they did well I’m giving them 
feedback about what they need to improve upon but it’s when they 
get very defensive and they start to turn the feedback into a bit of an 
argument 
This mentor regarded herself as ‘fair’ and was clear about the need to ensure that a positive 
message was delivered in addition to any aspects which would be areas to be worked upon 
but discussed this ‘defensive’ student who she felt ‘really didn’t listen to anything’ (M9, SB 
line 107) she said. At this point she asked the Headteacher to come and observe the 
student’s practice (M9, SB lines 107-109) so that the message was not being delivered 
solely by her and potentially to underline to the student that this really was an identified area 
for improvement rather than a personal attack. By M9 asking the Headteacher to observe 
the student the mentor was requesting the support from the colleague in school with the 
highest status. This would not only verify the feedback but might have emphasised to the 
student that this feedback was indisputable. As Mentor M13, (SB lines 247-252) also 
recognised the need, at times, to deliver feedback alongside another then it would seem that 
a common strategy, to support a mentor in delivering feedback, which they would perceive to 
be unwanted, was to ask for the presence of a colleague. This strategy could be to provide a 
witness to the conversation if a mentor felt that they were not being listened to (M9, SB line 
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107) by a student or it could be to add weight to the message and engender a feeling in the 
mentee that this was the final message, one which was not open to discussion, linking back 
to the idea of feedback being irrefutable (Anderson, 2007), as discussed earlier. 
From the student’s perspective, the implementation of this strategy, would make them feel 
as though they were not permitted to discuss this feedback, the seniority of staff being 
overtly re-established and the student’s position in that hierarchy made clear. As students 
(BA54, BA56 and PG57) implied that initiating any discussion of feedback was not a role 
taken by them it was possibly the mentors’ perception that the students were being 
defensive by asking questions about the feedback. By being asked questions a mentor may 
feel challenged by a mentee, which is contrary to the established powerful relationship 
between mentor and mentee, where the more common role for the mentee to adopt would 
be a submissive one (Bradbury and Koballa, 2008). In some of these instances, a mentee’s 
response could be interpreted as defensive or aggressive. There is also a point at which a 
mentor could perceive a student who was trying to be assertive as perhaps being defensive 
or aggressive if that display of assertiveness worked against the established power 
imbalance. It is acknowledged in the literature (Beck and Kosnik, 2002, p93) that for 
feedback to be useful it ‘must be presented in a collegial spirit, with opportunity for genuine 
dialogue about the matters in question’. These findings would support that stance but what 
they add is that this was still not happening consistently, more than two decades later, at this 
point we can conjecture why this might be. 
Mentors at SA acknowledged that sometimes there might be a personality clash between 
mentors and mentees and talked about ensuring that mentees were observed by others in 
school to mitigate against that: M4 (SA lines 239-240) reasoned that ‘Also – just in case it’s 
like a mismatch of teacher and mentee make sure that the year group partner has done a 
crossover observation as well just to make sure’. This approach of asking another colleague 
to contribute seemed to be more in the interests of fairness towards the mentee ie making 
sure that they had had an objective observation. 
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4.5.1.5 Caught in the Middle and Feelings of Betrayal 
 
Figure 27: Issues with Relationships, identified by mentees 
 
 
Some students described being caught in the middle of some tense relationships within their 
school settings as aspects which unsettled them. These were relationships which went 
beyond the fundamental one-to-one relationship between mentee and mentor (Caruso, 
2000) to mentoring relationships where a student was being mentored by more than one 
person in a school or where they became caught up in tense relationships beyond that of the 
tight mentoring one.  
One student (BA52) described a situation where s/he was being mentored by two teachers 
who were job-sharing the role of being his/her mentor: 
I had 2 mentors during an assessed placement who did not 
communicate well, had different expectation[s] and set different 
targets for the week, to the point where one teacher told me to ignore 
one of the other teacher’s targets 
I tried to address the lack of communication by talking to them 
together on a Wednesday when they were both in but they insisted 
on doing observations separately 
This student was clearly caught in the middle of two teachers who were not working together 
to mentor her/him. Instead, they were each mentoring this student separately to the point 
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where even the targets they were setting were different. Tillema and Smith (2009) stated that 
it can be confusing for student teachers when they are given multiple perspectives about 
their teaching, at that point they can then find the decisions about which feedback to accept 
and what to act on (Shute, 2008). However, variability can give the student access to some 
interesting viewpoints (Tillema, 2009) and this could be a useful rationale for establishing a 
constellation of mentors (Higgins and Kram, 2001). However, this opportunity was not taken 
and at least one of the mentors, being aware that the other mentor had set different targets, 
told the student to ignore the other teacher’s targets. The student tried to address this lack of 
communication, and professionalism, but it appears that the two mentors were not prepared 
to work together to support the student. If these two teachers were not able to work together 
to support a student then their lack of communication or preparedness to work together, 
must have been noticed in other areas of their work. The rate of progress of the children in 
their shared class must have been impeded, for example, and so it begs the question why 
they were selected by the school to host a student’s placement together. The DfE (2016, p7) 
highlighted that schools have a role to play in supporting mentors and students by creating 
and fostering a positive environment to allow the participants to fulfil their mentoring 
expectations. It would appear that this was not the case for this particular mentee and it 
would be hard for them to navigate such an uncomfortable position in a school when they 
would not have the power, or be in a position to be able, to make a positive change in this 
situation.  
In a slightly different way, another student report having two class teachers as challenging. 
BA53 found that the experience of having two mentors who treated her differently made her 
anxious: 
I found some experiences to be difficult. In first year I was in a class 
with 2 part-time teachers, one was helpful whilst the other resented 
me being in her class. 





Being resented by one teacher made this student anxious but also trying to negotiate two 
different relationships with the two teachers also contributed to the student’s anxiety. As 
discussed in the literature review, a teacher being ‘given’ a student would not be conducive 
to the most successful of mentoring relationships (Garvey et al., 2018). As this student’s 
presence was resented by one of his/her mentors then this mentor cannot have wanted to 
mentor the student and must not have been in a position to decline the opportunity. 
Students BA53 and BA52 tried to deal with these situations independently; neither student 
reported contacting their link tutor for any advice on how to progress. 
In another scenario, where students felt caught in the middle, one student (BA39) described 
the consequences of some students having shared their concerns regarding communication 
between school staff with their link tutor: 
During my 8 week block placement my mentor would often have 
upsetting or emotional moments due to the headteacher and 
confusion between him, my mentor and our purpose on the 
placement. 
Multiple students reported this to the link tutor who then spoke to the 
school. After this we had a very ‘stern’ talk from the training co-
ordinator saying we should have gone to him first. 
In my perspective it seems we should email link tutors with any 
problems and therefore didn’t feel we had done anything wrong. 
 
The arising implications of this scenario link clearly with issues discussed in the section 
4.5.1.2 Reactive Communication (p167), earlier in the chapter. Students were advised, by 
the university, to contact their link tutor if they had any issues which they were finding hard to 
deal with and so these students followed protocol. Having shared concerns with their link 
tutor, these students were clearly made to feel uncomfortable about having done this by their 
school’s training co-ordinator. The students’ link tutor presumably contacted the school to 
discuss the students’ concerns but in doing so put those students in a difficult position 
because the school felt that the students should have spoken with them first. We do not 
know the nature of the conversation between the link tutor and school so we do not know if it 
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was ‘what’ was said or the ‘way’ in which it was said which unsettled the school. Given that 
the concerns were surrounding staff relationships with the Head Teacher it is 
understandable that the students were reluctant to raise concerns with the school 
themselves.  This incident demonstrates how important it is for link tutors to handle their 
students’ concerns sensitively. As discussed earlier, mentoring is an interpersonal process 
and all individuals involved determine its development and outcome (Ambrosetti et al., 
2017). This must extend to link tutors who play their part in the mentoring process, often 
when it is in its most vulnerable state, given that they are usually only contacted proactively 
when there is an issue to be resolved. The episode also illustrated the power dynamics that 
this student was constrained by and which are capable of silencing students (Patrick, 2013). 
It is imperative that students must not be disadvantaged as a result of having sought support 
from a link tutor. This experience would also discourage a student from contacting a link 
tutor in the future for any support of this nature and might explain why students often do not 
contact their link tutors for support on placement but instead prefer to wait until placement is 
actually finished before they raise any issues, once they are back on ‘safe ground’. 
4.5.1.6 Students’ Agendas 
 






From the mentors’ perspectives, there may be a feeling amongst mentees that the purpose 
of placement was primarily to fulfil the requirements of their training and assessment. We 
know that there is a significant workload associated with placement for a student 
(Ambrosetti, 2014). However, it seemed as though the experiences of mentoring being 
reflected upon, by the mentors, indicated that students were too focussed on their own 
tasks, at the expense of other enriching experiences available to them in school. The study’s 
mentors also felt that the students, in being too focussed on their own sets of task, lost sight 
of the needs of their children. All mentors discussed mentees often approaching placement 
with their own agenda as the prime purpose of placement for them, as described by M12 
(SB lines 152-158): 
[I want] a trainee who comes in and wants to know about the school, 
the wider, and I don’t mean the standards’ wider responsibilities that 
they can just tick, I just want to know some information about the 
school and the staff in the school and the routines in the school, just 
take a genuine interest in what’s going on rather than ‘it’s a functional 
6 weeks and I must teach these children’ – there’s a huge difference 
between a trainee who genuinely wants to immerse themselves in 
the actual day to day running of the school, I think it’s vital, rather 
than locking them away in a cupboard and doing their, their little bit 
because it is so much broader than that  
This study’s mentor participants wanted their mentees to go beyond viewing their placement 
as a vehicle to becoming a teacher. M2 (SA lines 166-177) said she wanted, from a mentee 
Genuine interest and care in the children, someone who seems to 
really want to be there and to get to know the kids and isn’t doing it to 
‘pass the course’ 
another mentor felt that this was something immediately obvious to a mentor, M3 (SA line 
170) ‘You can tell straightaway, pretty much’. M7, M4 and M3’s (SA lines 195-203) 
contributions indicated that they felt that mentees were too interested in their own practice 
and performance and that perhaps they were too introspective: 
M7 I’ve had a trainee who was only interested in themselves so I just 
felt that they’d come in and they were bothered about their grades 
and about how the lesson went but you need to be bothered about 
the kids, that needs to be number one and I know it’s hard because it 
is about them and it is their career but when they come in they need 
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to want to make a difference to the children because that’s why 
you’re in the job long term so.. 
M4 That would happen if they were doing that for the children 
because what they’d be doing for the children would be right. 
M7 Yeah 
M3 It’s like a self-fulfilling prophecy  
The notion of students having their own agenda is certainly understandable, students are 
making a significant investment, both in terms of time and finance, in their education and 
consequently must feel that they are entitled to a high quality university experience, and 
outstanding school-based training. If a student’s financial investment is considered, then it 
must be immediately possible to see that they feel they should be receiving all that they 
need to support them in their transition to teacher. Students will be aware that schools are 
paid to train them but perhaps mentors are not acutely aware of the fact that their school has 
been paid to mentor students as it might be rare for a class teacher to feel the impact of that 
funding in their particular class, the ‘money from having the students’ may well be put 
towards whole school initiatives and so an individual mentor may not benefit explicitly from 
the impact of that funding for their own class. This could only add to the perception of 
mentors that mentoring is not a high status activity as they receive no enhancement for 
undertaking the role. 
Conversely, some students felt that their own needs could be overlooked by mentors (see 
Figure 28, p183). BA49 described what they found particularly unsettling about the 
mentoring process: 
Either not giving time to allow activities to be carried out or switching 
groups or changing who I had planned for. Some teachers take 
advantage of the work (i.e. when doing **** I spent most days just 
reading with everyone in the class) 
This led to students feeling undervalued in that they felt their own work was not deemed to 
be important by their mentor. There was perhaps a lack of appreciation here on the part of 
students, of how focussed their mentors were on the wellbeing and progress of their 
children. The expectation of their mentors was that the students would have children’s 
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wellbeing and a desire for children’s progress at the heart of what they did. Evidently, there 
was also a lack of appreciation on the part of the mentors for the work which students were 
required to complete by the university which their schools had agreed to support.  
4.5.2 Time 
 




42 of the mentee respondents (23%) explicitly cited their mentors having a lack of time for 
them as being an issue which they found challenging to deal with, making overt statements 
such as ‘my mentor did not have time for me’ (PG94). Figure 29 represents a word analysis 
of those responses which cited time as an issue, it is clear to see that the main issue with 
time related directly to their mentor. Mentees described a range of effects of a mentor not 
having sufficient time for them, BA63 stated, after citing ‘The lack of time a mentor has, due 
to their own workload’ as a challenge, that ‘Sometimes they’re [mentors] unaware of what to 
fill out and how often, often just wanting things signed off and completed as quickly as 
possible’. The feeling of being brushed off may only compound a student’s perception that 
the mentoring process is low on the list of a teacher’s priorities and inhibit their ability to seek 
further guidance or support from their mentor. Interestingly, none of the mentors identified 
finding the time to mentor effectively as an issue within the mentoring process. At face value, 
mentors not reporting finding the time to mentor as a challenge might mean that they did not 
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recognise this as an area of tension. However, it also needs to be acknowledged that finding 
it difficult to find the time to mentor may not have been identified by mentors as this could be 
perceived as being a shortcoming of theirs. A shortcoming which they may not wish to 
highlight to the researcher, employed by the university which pays their school to host 
placements, and train students. My study suggests that a lack of time given by mentors is an 
issue perceived by mentees as challenging for them to deal with and one which they feel 
impacts upon their ability to make progress. This is triangulated by a lack of time for the 
mentoring process being highlighted within the literature (Hobson, 2016) and the fact that we 
know that teachers already deal with significant workloads (DfE, 2018; DfE, 2018b; DfE, 
2019e), before adding in the additional work associated with mentoring a student. It is worth 
noting at this point that it is also apparent within the data that students have different 
perceptions of what ‘reasonable time’ may constitute. It might be that some students had 
potentially unreasonable expectations of their mentors. For instance, BA62 felt that one of 
the most useful things a mentor could do would be to provide them with their personal 
contact details and cited that their mentor was ‘readily available at all times to provide 
assistance and guidance’. BA76 reinforced this view as they talked about appreciating 
‘constant contact’ and speaking to their mentor during weekends. The data reflected a wide 
range of experiences in terms of the amount of a mentor’s time given to a mentee. This may 
well have led to some students feeling disadvantaged. For instance, if some mentors were in 
constant contact with their mentees this may have resulted in other students, who did not 
receive this amount of attention, perceiving that their mentors were not being sufficiently 
attentive. 
4.5.2.1 Not Having Time 
 
Mentees suggested a variety of reasons to explain why creating time for the mentoring 
process was difficult. Mentees were often acutely aware of their mentors’ workloads, as 
demonstrated by PG72’s response; ‘Although my mentor was very welcoming and 
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approachable she was also very busy and I felt uncomfortable asking her to complete 
weekly reviews etc with me’. PG72’s discomfort was clear; s/he was appreciative of the 
mentor being welcoming but recognised that the mentor was busy and consequently found it 
hard to ask him/her to engage in the mentoring process. Ideally, a mentee should not need 
to ask a mentor to engage with the mentoring process at all so that in itself could be 
disquieting but having to ask when it has been made clear that the mentor is busy with other 
priorities must be particularly difficult for a mentee. PG7 said ‘Asking the mentor to take time 
out of her busy week to have regular meetings for weekly reviews’ was a challenge and 
noted that ‘Uni request a weekly review – however my mentor did not always have a spare 
30 minutes at the end of school, due to other responsibilities’ which perhaps indicated that 
they felt the university’s stipulation for a weekly meeting was unreasonable. It was possible 
that PG7 was made to feel like this by his/her mentor’s inability to find the time to meet. If a 
mentor cannot find the time to meet then the mentee may in turn feel that a meeting is not 
something worth finding the time for and the implication of that is that the meeting is not 
necessary. The standards for ITT mentors (DfE, 2016, p8) recognised the importance of 
‘time’ stating that mentors should ‘prioritise meetings and discussions with a trainee’ and 
also that it was the school’s responsibility to give mentors ‘sufficient time as part of their 
timetable to observe trainees, provide constructive feedback and to have meetings and 
discussions outside of the classroom to monitor progress.’ (DfE, 2016, p7). With this in mind, 
mentees might have reasonably assumed that they were worthy of a mentor’s time and that 
it would not be seen as something they would have to be proactive in securing. Clearly, 
some mentees found being proactive in seeking time difficult as they felt as though they 
were requiring too much of their mentor when, in reality, it was their entitlement to be given 
sufficient time. 
Given the workload of mentors outside of their mentoring role, mentees often felt that they 
were not a priority for the mentor and consequently unable to ask for the attention which they 
needed. Some students also felt that they were not a mentor’s priority because of the 
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number of students they had to mentor e.g. BA83 states that their ‘mentor had two PGCE 
students in the first 4 weeks and I felt that their support was prioritised.’ Having three student 
teachers in one class, being mentored by one mentor, is problematic as each student 
requires enough teaching time with the children of that class to practise. If two students were 
well established in class before the third started then it would be clear to see how the third 
student might feel unable to find a place in that teaching team or ask for help from the 
mentor in a traditional model of mentoring. Another example of a school not placing a 
student with a mentor who had the time to devote to the process was where BA90 
suggested that something the university could do was ensure that mentors were ‘in the 
setting’ as his/hers was only there in the mornings. This was potentially concerning as this 
might suggest that the school had requested a student to address a staffing issue or it may 
be that this student had an unreasonable expectation that his/her mentor should be 
constantly available. When a school places students the university would make the 
assumption that neither a class, nor a mentor, was ‘over loaded’ with students but, according 
to the students surveyed, this was something which happened (e.g. BA78, BA83). There are 
some speculative reasons for this overloading such as a school seeing the financial gains of 
having students as the primary reason for hosting a placement or perhaps because a school 
was dealing with staffing shortages and so having students would help to address those 
issues. Neither of these reasons for hosting a placement would be likely to result in a quality 
experience for a mentee as the focus would not be on their development from the outset, as 
described by BA78: ‘Due to 3 student teachers being in 1 class we were left to teach while 




4.5.2.2 Not Wanting to Make time 
 





Not all mentees thought that the mentor’s workload was a reason why time might be an 
issue. BA65 reported that ‘some mentors would not make time for meetings’ this was 
interesting as this mentee thought that the mentor ‘would not’ make time rather than ‘could 
not’. Some mentees reported that they felt as though they were not wanted by their mentor 
e.g. BA 18 described his/her experience and the profound impact that this had; 
Whilst on my **** placement my mentor did not support me in any 
way. When I offered to help, staying back after school, she didn’t 
want me there. This led to me feeling like the profession I always 
wanted to pursue was no longer for me. The mentor didn’t want me 
in her class and as a result of this I didn’t want to be there.  
Other students also reported feeling as though they were not wanted by their mentors; ‘[I] 
Felt awkward and unwanted at times, like a spare part’, (PG87) and PG86 felt that their 
mentor had a ‘Negative attitude towards working with students’. This perception was 
underlined by one mentor (SB mentors, M13, lines 21-31) who talked about her own 
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experience of having been mentored by someone who did not appear to want a student for 
the ‘right reasons’: 
M13 I did 4 placements when I was training to be a teacher, 2 of 
those I had really good mentors and 2 of them I didn’t and it’s the 2 
who weren’t good mentors that I remember the best because it was 
the hardest time and for me it’s about making sure that when 
someone comes into school who’s in that position that I was in, all 
those years ago,  that it doesn’t happen to them because I know how 
horrible it is to be doing something that’s as tough as this and have 
somebody who’s not fully supporting you because a couple of the 
ones I had didn’t really want a student it was the idea of eventually 
having someone in the classroom and you could go and do your own 
thing… that was quite appealing… you definitely get a sense, when 
you get a mentor like that it’s not about mentoring it’s about using 
you for a different reason… and, having experienced that, I wouldn’t 
want that for somebody that was coming into my classroom. I would 
like to mentor someone in the way that I feel was more supportive 
SA mentors (lines 104-110) also aired the notion of some mentors being unkind to their 
mentees: 
M1 And it is going back to that thing of who you had as a mentor 
yourself because I had these two [referring to colleagues at the table] 
so it’s like you learn from them and then it was easy, well not easy, 
but it was nice to see what… and then I could take it on and there are 
some teachers currently who had awful mentors and I don’t 
understand that… you’re all training to do the same job? 
M7 It’s like a power thing sometimes  
M1 I know [& general agreement from around the table] 
M7 Some mentors er want to be nasty to you  
 
This does resonate with one or two comments from students who used emotive language 
when describing their mentors’ attitudes towards them; BA17 described his/her mentor as 
‘unhelpful and hostile’ and PG93 felt ‘wilfully’ undermined by his/her mentor. These 
mentoring relationships were missing the fundamental relational qualities which were 
inherent in the models for mentoring, considered in the literature review chapter (Ambrosetti, 
2014, 2017; Anderson & Shannon, 1988; Cochran et al., 2017; Hallam et al., 2012; Hobson, 
2016; Hudson, 2004; Lofthouse, 2018) and consequently could not yield positive 
experiences of the process for any of the participants. These experiences, described by both 
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mentees and mentors, indicate that some teachers must be given the role of mentor with 
little regard for whether they are seeking that role or not. Potentially, this establishes a 
context where procedural relationships, based on power, ‘centre on the mentor/mentee 
relationship as ‘apprenticeship’ where support may be deficient and compliance expected’ 
(Mackie, 2017, p3) rather than a context which recognises the student teacher as a ‘person’ 
in the process described in Yeomans and Sampson’s (1994) work. 
4.5.2.3 The Right Time to be a Mentor 
 
Hobson et al. (2008, p212) discussed how student teachers felt inhibited by mentors who 
were in leadership positions within schools e.g. Deputy Head Teachers. The students in this 
study did not raise this but some explicitly raised the challenges associated with being 
mentored by a member of staff with leadership responsibilities (PG94) in terms of the time 
they were able to give to the student.  BA73 also highlighted this when s/he described one of 
the challenges of the process as ‘Finding most appropriate time relating to mentor (different 
days and times) as she was deputy head and had a lot of commitments’.   
There were some issues raised about being mentored by someone in the early stages of 
their career but these did not relate to the time that these mentors had available to them. ‘My 
mentor had just finished her NQT year when I went into her class. She gave me a lack of 
support and guidance’ (BA87), this respondent did not explicitly state that the cause for the 
lack of support and guidance was due to his/her mentor having recently qualified but as they 
mention this the implication is that they felt this was an underlying cause for the lack of 
guidance and support. 
The study’s mentors had conflicting views about when the optimal time in a teacher’s career 
might be to mentor. They discussed the potential advantages and disadvantages of 
mentoring at those different stages but ultimately decided that perhaps a mentor’s 




M12 I think it depends on the individual, I think it’s possible for a 2nd 
year teacher to be a very very good mentor because having been a 
trainee themselves it’s still very fresh in their minds etc the flip side, 
the opposite of that is experienced teachers can be very experienced 
and proficient mentors so I don’t think it matters, that’s my own 
opinion 
(M12 SB Mentors, lines 187-190) 
 
This was also underlined by M2 in the SA mentors’ discussion 
Yeah, I think a newly qualified, well not a new newly qualified but a 
young, relatively experienced teacher can be a mentor depending on 
their experience and who they are  
(M2 SA Mentors, lines 94-95) 
There were further discussions surrounding their own experiences of being mentored by 
teachers towards the ends of their careers: 
M4 I think as well for my experience of when I was going through 
university I had a mentor who was at the very end of her career and 
like, you know, within 2 years of retirement and because she had 
seen the cycle of the literacy strategy, the numeracy strategy, no 
curriculum at all, and the cycles of time they sometimes put you off 
by saying what do you want to go into teaching for?’ And like if you 
get it too late you have to be careful not to put them off because it’s 
hard enough to recruit in the first place. 
M2 Yeah, I had a mentor who was leaving at the end of that year and 
it was really obvious that they just didn’t want to be there, they 
weren’t dealing with any of the issues in the school, it wasn’t their 
problem anymore,  that made it really hard, really hard 
M7 And then it’s a really bad experience for students, that you’re just 
setting them off on their career in the wrong frame of mind 
(SA Mentors, lines 114-124) 
Interestingly, a mentor from each focus group who had mentored a student within their first 
two years of teaching cited slightly different areas of tension resulting from them being 
younger than their mentees: 
M1 But that was a little bit tricky because she was older and I find 
sometimes the age gap between and especially a male, an older 
male, you find it harder when you have a young female [as the 
mentor] 
M2 We have had that before 
M1 Yeah, a few times 
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(SA Mentors, lines 90-93) 
 
M8 I had one in my second year, it was a paired one and I found it 
hard, well – she was a difficult one, wasn’t she? [turning to others - 
murmurs of agreement] she was quite tricky and she was a lot older 
than me as well so I found the age thing quite difficult and because I 
wasn’t that experienced yet I did feel a bit like ‘well, is this what I 
should be telling her?’… Maybe if she’d been a different student or if 
I’d been a different sort of character then maybe it’d have been fine 
M11 Or if you had been older than her 
M8 Yeah, yeah  
(SB Mentors, lines 202-208) 
Both of these mentors talked about experiences of feeling uncomfortable mentoring a 
student older than themselves when they were only recently qualified but M8 did suggest 
that if she had been a different character then it might have been a more positive 
experience. When discussing this issue mentors discussed the amount of experience a 
mentor would have, as a teacher. They did not particularly discuss how the different types of 
experiences gained by a teacher, with any additional levels of responsibility in school, would 
assist them with mentoring. However, M4 (SA Mentors, M4 lines 84-87) did implicitly suggest 
that ‘by experience’ s/he was not just referring to ‘time in the classroom’ but to some level of 
managerial experience which brought with it experience of coaching and mentoring,  
I think you need a certain length of time in the profession to have 
developed coaching and mentoring strategies … wonderful teaching 
but the whole pastoral care and things like that, things like the 
NPQICL and experience of coaching and mentoring strategies that 
can be taken through the rest of their career 
this aligns with Evertson and Smithey’s (2000) stance that an experienced teacher is not 
necessarily an effective mentor. 
In contrast to the mentees surveyed, the mentors did not identify that mentors in leadership 
positions within school would have less time available to them to mentor. As each focus 
group was made up of mentors with different levels of responsibility, working together as a 
team, this could have been due to a mentor not wishing to create the impression that they 
felt one member of staff had more time available to them than another. 
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4.6 Participants’ Suggestions for Ways Forward 
 
BA49 suggested that the university should ‘Brief teachers more’ and PG2 felt that a way 
forward would be to ‘make sure all mentors know what is expected of them (training?)’. By 
making these suggestions these students were presumably assuming that this was 
something which the provider did not do. However, the provider did ensure that all schools 
were sent placement documentation which outlined expectations and offered in-depth 
mentor training. This suggestion indicated that the university disseminating placement 
information to schools was not enough as that does not equate to ensuring that mentors 
have accessed that information; this is an issue which is more problematic to resolve but one 
which clearly needs addressing. BA46 felt that the placement documentation was ‘too big’ 
and that it should be condensed so that it was ‘easier for busy teachers to scan’; this was not 
something highlighted by mentors who suggested they would like more information. 
However, if mentors were not accessing documentation already sent to them effectively, it 
would be unlikely that they would access any further information sent to them. Consequently, 
re-thinking ways in which to make the materials more accessible is fundamental to mentors 
having a clear awareness of a placement’s requirements and BA46’s suggestion would 
seem a reasonable start, particularly given the various demands on the mentors’ time.  
Mentor M12’s comments about mentor training were interesting as they not only triangulated 
the idea that training centred around practical aspects of the process but that they were 
indeed the aspects that mentors thought they needed to be trained in: 
M12 Well, I’m guessing most of us have done some kind of mentor 
training and that’s useful in terms of the admin side, the paperwork 
side of it, I mean no one, I don’t think, can teach you how to observe 
a lesson, you do that through your own experience but there is so 
much paperwork, there are so many things a trainee has to comply 
with, you have to have an awareness of that so pre-training I think is 
vital erm.. I’m not sure other than that? 




This mentor felt that mentor training was restricted to ‘paperwork’ which was an unsettling 
perception for the ‘researching professional’ as the university’s mentor training covered 
several different aspects of preparation for the process. However, this participant did not 
believe that preparation beyond the practical aspects ie the paperwork, would be beneficial 
anyway. There was a feeling here that you can organically ‘pick up’ how to be a mentor as 
time moves on, through a process of trial and error. This is a perception reinforced by the 
notion that a mentor needs to be ‘experienced’ but just as a teacher, not necessarily as a 
mentor (TSC, 2016). Interestingly there was an understanding, amongst the student 
participants, that mentors needed to be prepared as indicated by PG93’s comment, ‘I 
assumed mentors were trained to support students’, the use of the word ‘support’ here 
indicated that that this student understood that mentoring training would go beyond the 
introduction of paperwork. 
As mentioned, the mentors’ views resonated with the government’s mentoring guidance 
(TSC, 2016) which was vague in terms of its use of the term ‘experienced’ ie it was not clear 
whether it referred to an effective mentor being experienced in mentoring or being an 
experienced teacher, again underlining the idea that a good teacher will naturally be a good 
mentor, which is not always the case, as discussed in the literature review chapter (Evertson 
& Smithey, 2000). The excerpt below confirmed the study’s mentors’ perceptions as to the 
value and point of mentor training, prior to them hosting a student’s placement: 
M1 We had a meeting for this one didn’t we? 
M5 yes, mentor training  
M2 A meeting where they laid out all the expectations and, you know, 
a guide with the dates of what needs to be done, you know, what we 
need to be doing 
(SA lines 298-301) 
 
Again, the mentors were largely focussed on the paperwork and equated mentor training 
with a briefing about the administrative aspects of placement. 
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The study’s mentors would have liked to receive more information around placement. 
Something which they felt would be particularly useful was knowing what input their students 
had had prior to their placement, they felt that this information would have helped them to 
identify what they might need further support with: 
M7 I think it would be quite nice to know what they’ve been learning 
about at university  
M1 Like their timetable 
M7 Yes, like what lectures they’ve had, have they had safeguarding, 
things on assessment just be nice to have a little overview of what 
they’ve been told 
M1 Because we could fill the gaps  
M5 Yes, on the phonics side of things – what have they been told at 
university relating to phonics and the teaching of maths would be 
helpful because the emails I receive from students later on asking me 
to sign things regarding the phonics and early maths 
(SA lines 333-341) 
This triangulates the students’ perceptions of mentors having not accessed placement 
documentation because several aspects that the mentors referred to here were included 
within the placement documentation already. It would be certainly be possible to publish 
overviews of what the students had covered in university prior to their placements. This 
could be published, for example, on the website where the schools downloaded 
documentation from. 
Some of the information which mentors would have liked to receive, prior to a student 
starting placement with them, could become problematic: 
M4 I think when you definitely know who’s going to come on 
placement I think a copy of their last placement report before they get 
here so we’ve got time to think before their first meeting with us  
M1 We’ve had a couple who’ve like modified their targets  
R1 From their previous placement to this one? 
M1 Yeah 




The mentor here seemed to think that a student modifying a target from a previous 
placement was potentially ‘suspicious’. There is an implication here that students should not 
be modifying their targets which demonstrated that these mentors felt uneasy at the prospect 
of students taking ownership of their own learning. However, students were encouraged, by 
university-based tutors, to take ownership of their targets from placement to placement. In 
consultation with their guidance tutor at university, students might well have modified a 
target if they felt, for example, that it would not support their progress in the subsequent 
placement. An example of this might be around the use of a Teaching Assistant (TA). If a 
student was given a target about effective use of a TA but not going to be working with a TA 
on their next placement then the student would be actively expected to change that target to 
support a different area of their practice. The targets on a student’s report may well be 
modified from one placement to the next for other reasons too. A student may have 
addressed a target prior to starting the next one and so it would be no longer appropriate to 
keep as it would merely stall the student’s progress as they waited for each target to be 
‘signed off’ by their next placement mentor. There is a second implication. M1’s concern that 
students had modified their target might reflect an assumption that students only make 
progress in their teaching when they are on placement. This illustrated a limited view of the 
links between university-based experience and school-based experience. The implicit 
suggestion that students would not be in a position to make progress between placements 
perhaps suggests that this mentor felt that the only experiences which were valuable to a 
student’s learning were those which were had whilst a student was on placement. Aside 
from the specific issue regarding placement targets, the sharing of placement reports is still 
problematic. It needs to be considered whether a student’s whole placement report should 
be confidential. It is summative in nature with the target setting aspect being the formative 
aspect and so it does make sense to share the targets to minimise any stalling of a student’s 
progress. Passing on placement reports between placements might cause a range of issues 
which impact upon a student’s progress, for instance, raising issues that potentially do not 
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exist e.g. a mentor making comments about a student in relation to the particular context of 
that setting which may not exist in a different context. 
This chapter identified the themes which emerged from the data and provided a rationale for 
the order in which they were presented and discussed. Each theme was then considered in 
turn and the chapter closes with mentor participants’ suggestions for ways forward. The next 
chapter will continue the discussion of the data and introduce the proposed framework to 




Chapter Five: Part 2 Discussion of Findings 
 
This chapter will further discuss, and synthesise, the findings arising from the interpretation 
of the data which emerged from the study. The chapter will consider the data around the 
themes of: 
• Expectations, Assumptions and Reality 
This section will deal with the ideals of the participants and the reality of their 
lived experiences, arising from the data presented around The Ideal Mentee, 
The Ideal Mentor and Understandings of Support 
 
• Addressing the Areas of Tension 
Implications for future practice will be considered in the light of the exposed 
areas of tension within the mentoring process 
 
• Ways Forward 
Mentor participants considered potential ways forward, these further illustrate 
what their perceptions were of the mentoring process 
This discussion will foreground the development of the framework for mentoring and the 
literature will be revisited to critically situate the resulting framework within the existing 
models (5.2 Developing the Conceptual Framework to Underpin a Model of Mentoring p211). 
In doing so, the concluding chapter of the study will be contextualised effectively. 
5.1 Discussion 
5.1.1 Expectations, Assumptions and Reality 
 
The data indicated that discrepancies in perceptions of what constituted a positive mentoring 
relationship were apparent before placements began, in the different understandings of the 
language used by participants. As an example of a discrepancy in perceptions, the main 
components of a good mentoring relationship; encouragement and support, open 
communication and feedback (Izadinia, 2016) were components identified by the participants 
in this study, however, perceptions of what those components meant differed. Data collected 
suggested that mentors and mentees were using the same terminology, when outlining their 
expectations of the mentoring process, but upon analysis it was seen that participants did 
not have a shared understanding of the language they were using. Students and mentors’ 
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perceptions of the actual mentoring experience were not only different but their perceptions 
of what it meant, for example, to support or be supported were different and so from the 
outset there was potential for the development of misunderstandings and then, in some 
cases, resentment. 
Schools are usually well used to hosting students’ placements and so have experience of 
the mentoring process. Mentors may well have pre-conceived ideas of how it will be to 
support the next student, given their previous experience. Students will be mentored in this 
context for the first time, and perhaps, their pre-conceived ideas may be based on an 
idealised expectation of how it will be to be mentored. Teaching, in the media (Get into 
Teaching, 2018), is often presented as a profession made up of people with altruistic 
tendencies who wish ‘to make a difference’, this is also underpinned by research (Bastick, 
2000; Brookhart and Freeman, 1992) and perhaps students enter their training imagining 
that the desire to make a difference will extend to them as mentees too. The student facing 
university placement documentation, and placement briefings, largely dealt with the 
practicalities of a placement. ‘What to expect from a mentor’ was covered in terms of what 
formal meetings to expect and the feedback delivered but the lived experience behind the 
check list of mentoring activities was not covered on our fast-paced programmes. Because 
the less superficial aspects of mentoring relationships, beyond the practicalities, were not 
explored then perhaps the implication to students was that they do not exist. Given that the 
quality of the mentoring relationship, not just the process of mentoring, is so fundamental to 
a student’s success (Caruso, 2000) then this does require a greater degree of consideration. 
We need to explore with our students what it means to be mentored, what the fundamental 
aspects are of an effective working relationship and what the student’s role might be in 
developing that positive relationship. 
We offered in-depth mentor training to all of our partnership schools but a school’s 
management team may have felt they needed to prioritise other training needs for their staff 
and so we could only deliver that training to schools who requested it. Perhaps those who 
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might have benefitted from such training might not have believed they needed it and those 
who requested it were already demonstrating that they believed mentoring to be an 
important, and complex, aspect of their role. We did train all of our mentors at the beginning 
of students’ final placements but this was an abridged version which covered the basic 
requirements of the role and again, the focus of this was largely on the more superficial, 
practical aspects of the role rather than a consideration of what the impact is of a positive 
mentoring relationship. Not all of our students’ mentors were therefore trained. For example, 
a student may have been on an initial assessed placement with a mentor who had not 
received our training and so we needed to rely on the mentor to engage with all of the 
placement documentation and have prepared themselves for the experience. Also, some 
mentors might have assumed that having received training on one programme they did not 
require further training when mentoring a student from a different programme. However, we 
do have access to all mentees prior to placements and so we would be able to ensure that at 
least one member of all mentoring partnerships was aware of the potential areas for 
misconceptions and had considered explicitly what their role might be in fostering positive 
relationships (Mackie, 2017) given the significant impact it has on a student’s successful 
placement.  The preparation for being mentored could be underlined by publishing 
placement documentation which explicitly raises awareness of the impact of 
misunderstandings by including a glossary of terms and an initial placement task of sharing 
these terms between students and mentors so that at least they could see that they may 
mean different things to each other. This would be a starting point in being able to find 
common ground and may highlight the need to articulate expectations of both parties. An 
exploration of the terms used across placement, within guidance tutorials, would be an 
effective exercise, even if this just raised students’ awareness explicitly of the fact that not all 
those involved in the process think in the same way then this would go some way to 
preparing them for the possibility. The implication of this is that there is a need for a distinct 
student-facing mentoring strand to be built into our ITE programmes. If students and mentors 
were encouraged, at the beginning of placements, to compare and contrast their 
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understandings of such crucial terms as ‘support’ this may avoid some of the more 
uncomfortable scenarios which can occur later in placement and which can ultimately lead to 
a breaking down of a constructive student/mentor relationship.  
 
5.1.2 Addressing the Areas of Tension 
 
Some of the identified areas of tension within the mentoring process arose from aspects of 
teaching which would be beyond the remit of the provider to change and therefore alleviate 
to a meaningful degree. Particular aspects of teaching that a provider does not have the 
ability to manage is that teachers already have significant workloads (DfE, 2018), before 
taking on the additional responsibilities associated with mentoring a student teacher, and 
that they work in highly performative workplaces (Ball, 2003; Ball 2017). Although the 
provider would not be able to alleviate a teacher’s workload or the performative culture in 
which they worked they could, however, think through aspects of the mentoring experience 
which were particularly time-consuming and work to support a mentor to a greater degree 
with those aspects. Conversely, there were sources of tension identified by participants, 
which would be within a provider’s reach that need to be acknowledged, considered and 
addressed. Those specific sources of tension arose from fractures, of varying severity, in 
lines of communication between, and across, all stakeholders in the mentoring process: 
schools, mentors, the provider, mentees and link tutors.  
5.1.2.1 Communication between Provider and Mentees 
Mentors found that some students were not familiar with placement paperwork, or clear 
about their set placement tasks. This was surprising as students were all briefed and given 
full access to all of the associated documentation, before going out on placement. 
Placement briefing lectures were all recorded and then posted to the students’ eLP and so 
students could access these if they had not been able to attend the lectures. Consequently, 
the likelihood is that students were aware of the expectations.  Potentially students were 
uncomfortable with relaying that information to mentors as they might, for example, have felt 
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that they were asking too much of a busy mentor to set aside time to engage with them. 
However, whether students are aware of placement expectations or not, university staff do 
need to be aware that students are not consistently presenting as being knowledgeable of a 
placement’s expectations and therefore think through ways of making these even more 
explicit.  
5.1.2.2 Communication between Link Tutors, Schools, Mentors and Mentees 
Link Tutors being ‘called in’ when there is an issue to be dealt with can only heighten a 
student’s perception that when a link tutor arrives in school that it carries negative 
connotations. This may account, in part, for students’ emotional responses when their 
feedback from a link tutor is positive. The reaction may stem from an overwhelming feeling 
of relief. If schools were only contacting link tutors when there was a problem then there was 
no opportunity to share in a student’s successes routinely. The university expected a student 
to check in with their link tutor once a week to submit that week’s lesson observation grades 
but the onus was on the student to maintain this contact. Because this contact was around 
the submission of grades this again confined the link tutor’s role to a monitoring one. It might 
be useful if link tutors were required to be more proactive in contacting students regularly to 
see how placement was progressing, not with the agenda of collecting grades or stepping in 
if there was a problem. This would help students to develop a more positive relationship with 
their link tutors and for link tutors to be able to have informed conversations with school-
based mentors rather than waiting for a school-based mentor to report on progress. We 
need to move on from thinking that ‘no news is good news’ or the university will just be 
turned to when there is an issue and therefore our presence will always be seen, by the 
student, as something to be wary of. 
An understanding of the role of the link tutor needs to be shared by all parties involved within 
the mentoring process. Students need to trust that their link tutor will respond to their 
concerns in a sensitive way if they are to contact them for support in challenging 
circumstances and a school needs to not feel ‘betrayed’ if a student asks for support from a 
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link tutor in those challenging circumstances. In the experience described earlier (p180) the 
school felt betrayed by the students and the students felt betrayed by the link tutor. The link 
tutor would have walked away, after having shared the concerns of the students, being 
unaware of the subsequent challenges faced by this group of students who were left to 
continue their placement. If students are not confident that a sensitive situation will be 
handled by their link tutor without them being subsequently disadvantaged, by sharing their 
concerns, then this would be a reason why they do not proactively not seek support from 
their link tutors. 
5.1.2.3 Communication between Mentors and Mentees 
On examination of these experiences, it was clear to see that there was significant tension 
surrounding feedback and being caught in the middle of tense relationships within school. 
Mentees were uncomfortable being present when mentors constructed their feedback and 
some mentors were also uncomfortable in this position. As far as I am aware this issue had 
not been identified to date in the literature but it is a practice which seems to occur. 
Therefore, this is an aspect of feedback which needs to be explored further as it potentially 
impacts upon mentors and mentees being able to engage in the honest conversations 
needed (Hudson, 2016), about a mentee’s performance, to maximise progress. 
According to the mentees, mentors used a variety of strategies to avoid delivering 
challenging feedback, in particular, face to face. Presumably, this was because mentors 
found the scenario uncomfortable. Mentors would, for example, take documentation home to 
complete, out of sight of the mentee or leave completed feedback sheets on a table for a 
mentee to find, rather than give the sheets back to the mentees directly. This avoidant 
behaviour was difficult for mentees to deal with as they did not know quite how to deal with it 
given that they were not sure of the reasons why a mentor would do this. Mentees were not 
sure if their mentors were completing documentation out of their sight because they were 
uncomfortable or because they did not have the time available to them in school to complete 
the task. Both of those scenarios then caused mentees to feel unsettled. Mentees lost 
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confidence in mentors who were not comfortable to give them challenging feedback or if they 
were not sure of how to complete the paperwork. If the mentee thought that the mentor was 
completing feedback out of school because of time pressures, then the mentee felt as 
though they were a burden which situated them in an uncomfortable position. Consequently, 
this avoidant behaviour was at least counter-productive to the development of an open and 
honest relationship between mentor and mentee and at worst interpreted as disrespectful. 
These experiences resonated with Hudson’s (2016a) stance that a respectful relationship 
between mentee and mentor is needed. A code of ethics may be useful to establish a shared 
understanding of what constitutes respectful practice. This is advocated by The International 
Standards for Mentoring Programmes in Employment (cited in Hobson et al., 2016, p15) with 
their sixth standard, relating to the maintenance of high standards of ethics and pastoral 
care: 
• All parties have access to and understand the Code of Conduct & 
Ethics 
• Performance against the Code of Conduct is monitored, and 
there are procedures for dealing with breaches of it 
• Participants understand clearly the hierarchy of interests 
(mentee, mentoring pair, organisation) and have discussed the 
implications for managing relationships and the programme. 
 
 
Mentors also cited being uncomfortable at the prospect of delivering a difficult message. 
However, this study suggests that mentees are desirous of honest feedback and so clearly 
there was a tension present here. Although this tension had already been identified in the 
literature (Beck and Kosnik (2002); Bullough (2005); Hudson (2016)) it has potentially been 
restricted to the idea that this is because mentors may feel ‘impolite’ (Beck and Kosnik, 
2002), not wishing to cause offence (Bullough, 2005) or not wishing to overwhelm the 
mentee (Hudson, 2016) and consequently delivering honest feedback might jeopardise the 
mentoring relationship. This research identifies issues, beyond a mentor not wishing to 
cause offence or to overwhelm, relating to mentors themselves which explain their 
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reluctance to deliver honest, critical feedback. These issues related to a mentor being 
concerned with how a mentee’s response may impact upon them, feeling a need to maintain 
their professional distance and, at times, to safeguard themselves. The mentors’ need to 
safeguard themselves may be in part due to the performative culture (Ball, 2003) that they 
work in as it would not be in their interests to be seen to be lacking in any area of their 
professional competencies. 
Giving feedback is clearly an aspect of managerial practice and consequently, within a 
school setting, it may only be staff with middle and senior leadership roles who are identified 
for any professional development in this area and yet there will be members of staff who are 
allocated a mentee who are not part of a school’s management team. Mentor M7 (SA lines 
100-102) stated ‘it’s important to be able to give feedback’, by acknowledging that by being 
‘management’ they knew how to do this suggested that they felt it was a skill which not all 
teachers would have but one which would require a further level of experience and training. 
Mentors would be reliant on the university’s compulsory mentor training alone if their school 
had not taken up the university’s offer of further mentor training. We can see, from both 
mentees’ and mentors’ experiences, of both delivering and receiving challenging feedback, 
in particular, that this is an area which any mentor needs to consider for further 
development, due to the need to deliver that feedback to ensure a mentee’s progress. 
Hudson and Hudson’s (2018) work identified conflict as an inherent issue within mentoring 
relationships. The giving of challenging feedback is identified in this study to be a catalyst for 
such conflict and is therefore an area to be addressed prior to an assessed placement 
experience to work to dissipate that tension from the outset.  
Mentees reported feeling unsettled by being mentored by different people e.g., when 
working with teachers who were job-sharing. This was only raised in a negative light, when 
mentees felt that their mentors held differing views on their practice or what they should 
focus on next. Mentoring coming from a variety of individuals can be a positive experience 
(Higgins and Kram, 2001) as it can help mentees to develop their ability to reflect, rather 
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than mimic practice. However, mentees in this study did not seem to know who to follow 
when given differing advice, rather than seeing this as an opportunity to develop their own 
pedagogy and their ability to articulate it and thus defend it. As a provider, we could assist 
mentees in re-framing the idea of receiving different advice to prevent them from seeing it as 
something so negative. It may be confusing (Shute, 2008; Tilema and Smith, 2009), but it 
puts mentees into a position where they must engage with their own practice critically in 
deciding what to do next. Mentees would need to reflect upon that different advice as it 
created a space for them to shape their own practice rather than mould their practice to 
match that of another. 
5.1.2.4 Communication between Provider, Mentees and Mentors 
Mentors from both focus groups discussed the fact that they felt students can be focussed 
on the ‘wrong’ things and that they were not often genuinely focussed on the children but 
instead were too focussed on the tasks they had to complete to ‘pass the course’. The 
mentors clearly felt that if students consistently focussed on the children, and their progress, 
that their own progress would follow naturally. This desire for students to be committed to 
children and their learning is in line with Hudson’s (2013) findings and although this was not 
apparent in the mentors’ list of desirable attributes for a mentee it was clearly important to 
them as discussion around this theme occurred in both focus groups, in response to an open 
question. 
It is apparent that the university needs to ensure that schools are clear about a student’s 
tasks and that schools are aware of the genuine need a student has to complete these 
successfully. Perhaps a way forward is to have greater input from partnership schools into 
the designing of placement tasks so that they might also feel some ownership of these tasks 
and that they are more easily integrated to the usual running of a classroom. There is a point 
to be made here that placement tasks need to be reviewed regularly to ensure that they are 
still relevant to current practice and effective in maximising a child’s progress, that would 
prevent them from being viewed, by schools and students, as tasks merely to be ‘ticked off’ 
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by a student. New placement tasks, often responding to the latest government initiatives or 
priorities, have a tendency to be added to an existing list so there is an argument for task 
lists to be stripped out regularly to avoid this inadvertent lengthening. 
5.1.2.5  Time 
Mentees reported that mentors having too many students impacted upon their ability to 
mentor individuals effectively. If an alternative model of mentoring was considered at that 
point then having more than one student in a class could be used positively. Making use of 
the idea of relationship constellations (Higgins and Kram, 2001) and reflecting upon 
Ambrosetti et al.’s (2017) use of a triad model, where the more experienced student had a 
pivotal role to play in mentoring the less experienced student, then this scenario could have 
been re-framed for a positive outcome. A school requests student teachers for a placement 
but the university does not know which class these students will be placed with. The school 
is then relied upon to place students appropriately so that the number of students within a 
class would fit within the particular mentoring structure of that placement. As we have seen 
earlier (p171), feelings of trust between school and university was highlighted as important. 
This began with mentors making assumptions about the quality of the students being placed 
with them by the university: ‘M4… you’re trusting that the er university have sent you 
someone reliable, sensible, worthy of your class’ (SA Mentors, M4, lines 151-152). In turn, it 
would be assumed that the university would make assumptions about how a school would 
place a student in terms of selecting a mentor with the time available to engage in the 
mentoring process. The uncomfortable truth that schools may be hosting placements to 
address internal staffing issues or to access a level of extra funding needs to be voiced here. 
The number of placements offered by a school could be carefully monitored by the provider 
and students’ placement feedback should be considered in the light of that. In reality, 
however, a provider will not know the extent to which a school provides placements as a 
school can be working simultaneously with a range of providers. As a result, if one provider 
felt that a school was not working at capacity, they could not be sure that a school was not 
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hosting placements for other providers and therefore hosting well beyond a reasonable 
capacity to ensure quality mentoring experiences for all students with them.  
5.1.3 Ways Forward 
5.1.3.1 Accessing Documentation 
In the main, mentors’ suggestions about ways forward were around the access to placement 
documentation. However, it was clear that mentors were not consistent in accessing 
documentation already readily available to them. Consequently, making more information 
available to them would need to be thought through carefully. It might have been that 
mentors were not used to accessing the documentation online as some mentors made the 
point explicitly that they still liked to receive hard copies of placement documentation: 
M4 yes, and we got the handbook rather than just getting it 
electronically because I’m still a bit of a paper person, I’ll like to mark 
it up on there and stuff. 
(SA lines 305-36) 
As it was possible for a mentor to print out the documentation, or aspects of it, themselves if 
they wished to ‘mark it up’ the issue that they had would appear to be the fact that they did 
not receive it in hard copy in the first instance. If this is a reason why mentors do not access 
documentation, then the way forward would have to be around managing expectation and 
ultimately increasing their familiarity with electronic copies. The solution could not be to 
revert to supplying schools with paper copies as that would not make sense on several 
levels e.g. ecologically, efficiency of communication, having the ability to update 
documentation easily and communicate that to schools rapidly etc. 
The fact that mentors were mostly concerned with how to access placement documentation 
indicated a limited understanding of the vital and complex role they were undertaking. 
Underlining this understanding was Mentor M12’s explicit comments about training centring 
around practical aspects of placement and their reinforcement of the fact that that is what 
they thought training should be about: 
M12 Well, I’m guessing most of us have done some kind of mentor 
training and that’s useful in terms of the admin side, the paperwork 
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side of it, I mean no one, I don’t think, can teach you how to observe 
a lesson, you do that through your own experience but there is so 
much paperwork, there are so many things a trainee has to comply 
with, you have to have an awareness of that so pre-training I think is 
vital erm.. I’m not sure other than that? 
(SB lines 241-245) 
This made clear to me that there was a need to raise awareness in mentors of the 
complexity of the integral role they played in the development of a mentee’s experience, 
skills and attributes in their journey to being a teacher. 
5.2 Developing the Conceptual Framework to Underpin a Model of 
Mentoring 
 
From the outset of the study, as discussed in the introduction, I knew that there were hidden 
aspects of mentoring which needed to be illuminated in order to be acknowledged and then 
considered in terms of preparing mentees more effectively for the process (see p10). I 
wanted to reflect on our current practices in the light of what I had found out and devise 
workable enhancements, or changes, to those to ensure that they were fit for purpose and 
effectively met the needs of our student teachers. 
These were the significant findings which I identified as being within our reach to address 
more effectively: 
• Student teachers had assumptions about how it would be to be mentored before the 
start of placement which often were not met and which therefore became a source of 
tension (2.3 Initial Expectations of the Mentoring Experience p37) 
• Mentees and Mentors had ideals of how they should each be and they often each fell 
short of those ideals (4.2 The Ideal Mentee p137 and 4.3 The Ideal Mentor p150) 
• Mentors and mentees used the same terminology freely, which also appears within 
mentoring guidance and discourse, but it became clear that understandings of this 
differed (4.4 Understandings of Support p153) 
• Mentors were not regularly accessing placement documentation and so often were 
not aware of placement requirements (4.5.1.1 Communication of Placement 
Expectations p162) 
• Mentees found feedback unsettling in terms of what was delivered and how it was 
delivered (4.5.1.4 Delivery and Receipt of Challenging Feedback p173) 
• Mentors found challenging feedback difficult to give (4.5.1.4 Delivery and Receipt of 
Challenging Feedback p173) 
• Mentors often did not have sufficient time available to them fulfil the requirements of 





A significant finding, resonating with mentoring literature that I felt we had limited influence 
over, were the clear power imbalances within the mentoring relationship. Mentors held the 
power within the process, given that they were routinely responsible for assessing students’ 
progress. This power position affected all aspects of the mentoring process for the mentee 
and impacted upon each of the points above, to some degree. Fundamentally, I needed a 
framework which was informed by my study’s findings, but which was pragmatic and 
workable. The context within which we work in ITE does put mentoring within the 
‘hierarchical and power relationships’ which Hobson (2016) explicitly advised against within 
his ONSIDE model (see p76) as it is standard practice for student teachers to be assessed 
by their mentor (Lofthouse, 2018, p250). Consequently, a framework would need to 
acknowledge this and find ways to support mentees in operating successfully in that context. 
Mentor preparation was focussed on mentors but not all mentors engaged with the training. 
Students’ preparation for the mentoring process was largely focussed on the practical 
aspects of placement. It seemed to me that we were missing a significant opportunity in that 
as a provider we had access to at least one member of every mentoring relationship, the 
student teacher, but we were focussing all of our efforts on the mentors, who we often could 
not reach easily. We could prepare our student teachers much more effectively for the 
process of mentoring and if we did that then they could enter the mentoring process as 
informed participants, ready to engage with the process and able to take a more proactive 
role in ensuring its success. Preparing the mentees to a greater degree would immediately 
work some way to empowering them as they would be more informed about the process 
they were entering. 
My findings resonated clearly with Hobson’s (2016) stance in that the area of feedback 
fostered tension for both mentors and mentees and clearly had consequences for a 
mentoring relationship. However, Hobson’s (2016) ONSIDE model (see p76) was beyond 
reach as it could not be wholly implemented given that we could not adhere to its first 
principle that mentoring must be offline (i.e. separated from line management or supervision) 
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and non-hierarchical. This is not something which we could easily change as a provider but 
something that we would need to work with, my framework would be implemented within a 
mentoring structure where a mentor was responsible for assessing a mentee. Cochran et 
al.’s model (2017) (see p77) was also out of reach with one of their first principles being that 
a mentee would select their mentor and Cavanagh and King’s (2019) model because of the 
assessing elements (see p79). Being pragmatic and accepting that the supervisory, 
assessing element of the process was embedded in ITE (Hobson and Malderez, 2013) I 
considered how we could be more supportive of mentees’ wellbeing in that powerful context 
and consider their ability to be agentic in their own development. We needed to make clear 
to students the pivotal role that the mentoring relationship would have on their development 
and successful transition to being an effective teacher (Caruso, 2000) so it was crucial that 
they took an active role in ensuring its success. The first step would be to explore students’ 
perceptions and assumptions around the mentoring process and compare those with the 
experiences of mentees who had gone before them to raise their awareness of the multiple 
realities of the experience. We would need to be explicit with students about what mentors 
expected from them, given that we know there is a ‘distinct discrepancy between the 
perceptions of mentors and mentees regarding the nature of the mentoring experience’ 
(Manning and Hobson, 2017, p1). Once they had that heightened awareness of differing 
expectations (Izadinia, 2016) and perceptions of experience then an understanding of the 
reality of mentoring could be explored, before they embarked on their first placement. The 
emotional nature of the process of being mentored would need to be addressed at this point 
too, in alignment with the work of Anderson and Shannon’s (1988) Mentoring Model (see 
p58) and also Hobson’s (2016) ONSIDE model (see p76), to alert student teachers to the 
prospect and thus normalise that for them. If we were then able to make explicit the possible 
areas of tension (Hudson and Hudson, 2018) as indicated by my study’s findings, before 
they started on placement, then they would be more able to pre-empt them proactively and 
thus alleviate or dissipate them. We could also guide them in thinking through ways in which 
they could support their mentor in supporting them, given the impact of teachers’ significant 
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workloads upon their ability to mentor (DfE, 2019e). The students would begin their initial 
placement with a more nuanced understanding of how it was to be mentored, and to mentor. 
Once they had had some experience of being mentored they would need time to reflect upon 
that and think about their own role to a greater degree, not only in terms of what ‘to do’ but in 
terms of ‘how to be’ (Stephen, 2010), in ensuring that the process was as positive as 
possible. This would develop students’ understanding, confidence and proactivity in actively 
taking on the role of ‘mentee’, empowering a mentee in their role on their second placement 
experience, resonating with the aims of Hobson’s (2016) ONSIDE model. After the second 
placement, they would need again to reflect upon their experience and use that to prepare 
for their role as an Early Career Teacher, ready to engage fully with the Early Career 
Framework (DfE, 2019). To make the most of their future mentoring experiences they would 
need to move to a position where they took more responsibility for the success of a 
mentoring relationship and a greater degree of ownership of it. If they reached that point they 
would be ready to take an active role in transformative practice, in a model such as 
Lofthouse’s (2015, cited in Lofthouse, 2018) (see p74). 
I began to visualise the framework as a spiral, with different markers of an ITE programme 
mapped against it, however, this would not facilitate the pace of growth and development 
needed.  ITE programmes are fast-paced and full of content, consequently the framework 
could not provide for frequent re-visiting of aspects. Although this may be beneficial my 
framework would have to be workable and time pressures would not allow for this level of re-
visiting. I needed something which clearly demonstrated the significant development of a 
mentee, informed by Hobson’s (2016) ONSIDE model (see p76), in a relatively short space 
of time. Something with more powerful direction which illustrated how we could equip our 
students with the skills and attributes of a proactive mentee ready to take on the rest of their 
career in teaching was required. Initially, this took me to visuals of arrows and rockets, on 
upward trajectories. I was concerned that the rocket imagery, with upward trajectory, might 
trivialise what I was wanting to communicate and felt that arrows portrayed too clinical and 
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simplistic a stance, when we were discussing ‘people’ in this process. I then used circles to 
represent the human aspect ie the student teachers. I selected circles because to me they 
indicate strength, continuity, being representational of something protective around the 
student and something to be protected. The continuous form of the circle appealed to me 
and they also indicated strength from within, in addition to being able to withstand external 
pressure. I had been inspired by Ambrosetti et al.’s (2017) Holistic Mentoring Model (see 
p70) where they used a set of nested circles in their mentoring model, the mentoring 
relationship was at the centre of the inner circle, fundamental to the process. However, I did 
not want the circles to be static and so the circles would expand throughout the framework to 
illustrate visually a mentee’s development in terms of not only their skills and attributes but 
their emotional strength too. I tried to plot the circles along a programme timeline, to map 
students’ progress to it. I did not want to make the timeline match a particular programme 
but rather ‘an’ ITE programme as they all have the similar structure of at least two assessed 
block placements with some spacing between them to indicate that the framework could be 
transferable to any ITE programme. The student would be represented by the circles 
described by enclosing curved lines, the representation of growing ‘space’ within those lines 
represented a student’s expanding potential. The university input would be represented by 
solid circles on the timeline, the areas within the curved enclosing lines. The solid circles did 
not grow as they would be representative of distinct episodes of university-based input, clear 
points which would anchor a student to their programme. After many iterations, this was the 




Figure 31: First Iteration: V1 Conceptual Framework to Underpin a Model of Mentoring (Appendix 17) 
 
This did what it needed to ‘functionally’ but it was perhaps instantly forgettable as it had a 
corporate ‘SmartArt’ feel to it, although I had used that application I had not made my model 
fit a given structure, I had used elements of SmartArt to do what I needed them to do for me 
but the overall result was not sufficiently ‘impactful’. At this point I was comfortable with the 
framework’s structure but it needed to be visually more engaging. I began by altering colours 
but this indicated that each aspect was separate and I need to portray the fact that this was 
a developmental model, rather than a sequence of unrelated aspects sitting next to each 
other. Consequently, I knew that colour had to develop and I knew that the ‘student circles’ 
had to be connected in that way. At this point, I returned to the model which represented my 
methodological approach (Figure 13, p107), in this model I, as a researching professional, 
was shining a white light into the dark space of mentoring experiences. The process of 
inquiry led to a refraction of this light, illustrated by the spectrum emanating from the dark 
space. I decided to use this set of colours to enhance the first iteration of my conceptual 
framework. The first circle which represented the student at the outset of the programme 
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was black to indicate their set of personal assumptions about how it would be to be 
mentored. The colour would change from black to reflect the shift in a student’s personal 
assumptions and then build from student circle to student circle, until at last the student 
circle would be complete, incorporating the entire spectrum. The university provision would 
be made up of the distinct and separate colours of the spectrum, illustrating that they 
contributed to the whole and informed the next student circle but again, being solid, they 
represented stability and specific markers on a programme. I began with red and moved 
through to violet, to mirror the order in which they would be dispersed when light is refracted. 
As a student moved through the spectrum their practice would become increasingly honed, 
gathering the colours as they progressed. The arrow underneath underlined the mentee’s 
increasing strength, attributes and skills across the programme until they reached the point 
where they felt a significant level of responsibility for, and ownership of, the process. I had 
removed the arrow from the top of the model as I felt this inserted a ‘ceiling’ on the model 
and it felt compressed whilst I wanted it to appear freer and less limiting.  
The framework would subsequently sit at the side of Hobson’s (2016) ONSIDE model as an 
alternative if a student teacher was in a position where their mentor was also their assessor. 
It would then foreground Figure 9: Lofthouse’s (2015, cited in Lofthouse, 2018) practice 
development-led model for individual professional learning and institutional growth through 
mentoring (see p74), acting as a stepping stone for mentees used to working within more 
traditional supervisory ITE mentoring models (Hobson and Malderez, 2013) (see 2.1 Context 
of Mentoring within ‘provider led ITT’ (DfE, 2019), p32). The result was a conceptual 
framework (see Figure 32: V2 Conceptual Framework to Underpin a Model of Mentoring, 
p218) designed to empower student teachers to be able to engage with individual 
professional learning and institutional growth through mentoring. It would empower students 
by facilitating the development of the necessary skills, attributes and emotional strength to 




Figure 32: V2 Conceptual Framework to Underpin a Model of Mentoring 
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Chapter Six: Conclusion 
 
6.1 Addressing the research questions 
 
The aims of the study were to: 
• explore the mentor-student relationship within assessed school-based placements on 
a University-based ITE provider’s (University X) Initial Teacher Education 
Programmes, in the northeast of England 
• identify and explore the features of what students, and school-based mentors, 
perceive to be effective mentoring 
• identify the barriers to effective mentoring 
• develop a conceptual framework, emerging from the data, which would underpin a 
model of mentoring to support students in the mentoring process and in turn support 
mentors in achieving ‘mentor standards’ (TSC, 2016)  
 
 the following two key research questions were initially identified which framed the research: 
• What happens when students are mentored?  
• How do mentors support students effectively in becoming competent teachers? 
 
After two initial focus group discussions with students, a second set of research questions 
were developed, to explore the specific themes emerging from that first wave of data 
collection which would address the research project’s aims: 
 
• What do mentors and students perceive to be effective support for students making 
the transition to teacher? 
• What do mentors and students understand about the role of the mentor? 
• What do mentors consider to be the desirable attributes of a mentee? 
• What do students consider to be the desirable attributes of a mentor? 
• What aspects of the mentoring process do students and mentors find challenging? 
• What do students do to ensure that the mentoring experience is positive? 
 
 
6.1.1 The Mentoring Context 
 
To clarify understanding of the context in which the mentoring processes were taking place it 
was necessary to examine the established mentoring process in the light of literature in the 
field. The literature review suggested that the mentoring process was designed in a way 
which created a fundamentally ‘anti-mentoring’ (Malderez, 2015) context from the outset. 
The aspects which fostered an anti-mentoring context related to how mentors were allocated 
220 
 
to students, the time available to mentors and the established protocols for assessing 
students’ competencies. 
Students were allocated to schools, by the provider, based on geographical location and the 
students’ personal profiles, whilst adhering to strict DfE criteria (2020c). It has been 
recognised that it is a challenge for providers to be able to secure teaching placements for 
their students (Lofthouse, 2018). Thus, it would have been challenging to be rigorously 
selective of mentors, given that placements were difficult to source to begin with. Although 
careful selection of mentors is understood to be fundamental to effective mentoring practices 
(Yusko & Feiman-Nemser, 2008) there were complexities and challenges evident, with 
regard to sourcing placements, which would therefore impact significantly on any ability to 
select carefully. Once a student was allocated to a school then the school took responsibility 
for selecting the mentor. As there were strict requirements to adhere to in terms of, for 
example, which age group that student needed to be allocated to, then clearly it would be 
unlikely that a mentor could be carefully selected by a primary school as there would be a 
limited number of teachers working with particular year groups. Once a student had been 
allocated to a school the school paired the student with a mentor, ordinarily prior to the 
student’s arrival on placement. Specific matching of mentor to mentee, is understood to be 
central to an effective mentoring relationship (Ambrosetti, 2014; Hobson, 2016; Wang, 2001) 
but this was not something which was feasible in a context where mentors were not plentiful. 
A teacher’s workload is already significant before mentoring a student teacher (DfE, 2018) 
and there is clear evidence that teachers are subject to significant pressures of time (DfE, 
2019e; Hobson et al. 2016; Hudson, 2016).  Guidance was produced by the government to 
suggest ways in which teachers could reduce their workload (DfE, 2018b), however, the 
mentoring of students was not considered in this guidance. As mentoring a student teacher 
was not considered within that guidance then either mentoring student teachers was not a 
sufficiently significant priority for a teacher to be included or it was not deemed to be an 
aspect of a teacher’s workload which was time consuming. In addition to the implicit 
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message that mentoring would not be a teacher’s priority it has been made explicit that a 
teacher’s priority must be the progress of the children (DfE, 2011). However, within those 
placements there is a heavy workload (Ambrosetti, 2014, p227), not only associated with 
students needing to know what to do but also how to do it (DfE, 2011; Stephen, 2010) and 
placements are within tight timescales, usually 10 weeks at most so the period is intense. 
Running alongside this we know that teachers work within a ‘regime of governance’ which 
‘introduces direct relations between performance and pay and greater precarity of 
employment’ (Ball, 2017, p218) but as performance in mentoring students is not a measure 
of effectiveness then mentoring activity is not a sphere of activity which is likely to be 
invested in by school managers (Ball, 2003).  Clearly, teachers have distinct time constraints 
associated with attending effectively to the core aspects of their practice, they must keep 
their children’s progress as their focus, and they are under significant pressure to perform in 
this respect. Consequently, teachers have little time available to devote to the mentoring of 
their students and even then, their priority within that would be to maintain their children’s 
progress. 
Students were assessed by their mentors whilst on placement and there is evidence 
(Hobson & Malderez, 2013, p90) to suggest that this, at the very least, compromises the 
mentoring relationship (Hobson, 2016). Clutterbuck (2004, p13) goes as far as to define 
mentoring as being ‘off-line’ and whilst Yusko and Feiman-Nemser (2008, p923) found that a 
mentor being responsible for assessment of their mentee would not prevent mentors from 
forming trustworthy relationships with their mentees they did, however, state that it could 
make it more challenging. Hobson and McIntyre (2013) found that a mentor also being 
assigned the role of assessor does prevent a mentee from asking for help from them 
because they are worried that this will discredit them as they expose their perceived 
ignorance. Thus, the fact that the mentor was also the assessor would make it, at the very 
least, more difficult for a mentee to ask for their mentor’s help. Within Primary ITE the role of 
mentor is usually taken by one person, because of the nature of primary education where 
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one teacher usually takes responsibility of one class. Consequently, a student would often 
be mentored and assessed by the same person for much of the time which would only 
exacerbate any impact of ‘judgementoring’ (Hobson and Malderez, 2013, p90) on the 
effectiveness of the mentoring relationship.  
For a mentoring process to be effective in this context it would be despite the established 
processes. A student would need to be placed in a school which believed that the mentoring 
of students was ultimately beneficial to their children to allow a mentor to feel as though they 
were able to devote time to the process, within their school’s performative culture. Once 
there, a student could certainly expect to be allocated a mentor who was a skilled and 
experienced teacher (TSC, 2016) but they would be fortunate to be allocated a mentor who 
also had the desirable dispositions (see pp 32-35) for mentoring espoused by Anderson and 
Shannon (1988). As the mentor would also be taking on the role of assessor then it would 
also be auspicious if they were able to display the personal attributes that would allow 
mentees to reflect openly and honestly with them (Hudson and Hudson, 2018, p17). 
Once the mentoring process was underway the practical activities that student teachers and 
mentors engaged in across placements, such as lesson observations and weekly reviews of 
progress, were mainly in line with the university’s guidance and requirements. However, it 
became apparent that there was a hidden aspect to the process in that those activities were 
implemented differently, with subsequently different implications for the participants. What 
was put in place was more consistent that how it was put in place, for example, students 
were given feedback about their practice but how they were given feedback differed. These 
resulting implications then often created areas of tension within the mentoring relationships. 
6.1.2 Effective Support, the Role of the Mentor and Desirable Attributes of a Mentor 
 
The findings from this study were that participants’ perceptions of the attributes of the ideal 
mentor were associated with feedback, support, guidance and advice. This is broadly in line 
with previous findings (Davis and Fantozzi, 2016; Hobson et al. 2009; Hudson, 2016; 
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Izadinia, 2016). However, it became apparent that there were multiple understandings of 
support so that mentees would use the term ‘support’ to mean practical support and/or 
emotional support, they could also view one action as supportive or unsupportive. For 
instance, one student might view a teacher leaving them alone to teach unobserved as 
supportive (BA59; PG37; PG55) but another as unsupportive (PG56; PG58; PG94). As 
students cited ‘feedback’ as the most important thing that a mentor could do for them and 
also highlighted support, guidance and advice then this would suggest that they would like 
feedback to be delivered in a supportive, advisory and guiding way. Figure 33: Attributes of 
The Ideal Mentor, p223, was then constructed to illustrate the mentees’ ideal mentor.  
Figure 33: Attributes of The Ideal Mentor 
 
 
 Although the mentors all highlighted support as being one of the most important things they 
could do for a mentee it became apparent in their discussions that they were happy to 
provide practical support and were prepared to offer emotional support too but there was an 
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indication that if they needed to give this then that was a signal that things were not going 
well. Mentees felt that they should be supported emotionally too but did suggest that needing 
emotional support might be a sign that they were failing. Consequently, the lack of clarity 
surrounding the terms frequently used within the mentoring process meant that there was 
considerable scope for misunderstandings and then feelings of resentment could be fostered 
as participants in the process felt that their mentors and mentees were not doing the right 
things.  
 
6.1.3 Desirable Attributes of a Mentee 
 
Mentors had high expectations of their mentees. From the outset mentors were looking for 
their mentees to be organised and well-prepared; they wanted their mentees to be 
conversant with placement expectations and to be ready to support them in navigating the 
placement documentation. Mentors were looking for their mentees to be professional. 
Mentors wanted mentees to be aware that whatever was happening in their personal life 
should not impact upon their teaching persona. Mentors wanted their mentees to be aware 
of when and how to communicate appropriately with staff within a school setting. They 
expected their mentees to be wholly committed to the teaching profession and to have the 
interests of their children at heart. Mentors wanted their mentees to be proactive in terms of 
asking questions and also in terms of using initiative and contributing positively to a staff 
team. Mentors felt that their mentees needed to be open to taking feedback positively and to 
taking suggestions on board.  Encompassing all of these attributes was a desire for mentees 
to be emotionally strong; mentors wanted their mentees to have a secure self-esteem and 




Figure 34: Attributes of The Ideal Mentee  
   
6.1.4 Challenging Aspects of the Mentoring Process 
 
The tensions arising from the data, (See Figure 35, p226), were inextricably linked with 
‘communication’ in some way, in line with Izadinia (2016, p398) who found that ‘an open line 








6.1.4.1 Issues Identified between Students and Mentor/Schools 
As outlined in Figure 36 below, the tensions between students and mentors radiated from 
three areas: agendas, feedback and relationships. Students would typically have tasks to 
attend to across the course of their placements. Mentors felt that students were too focussed 
on those tasks i.e., their own agendas, and that if they were more focussed on the progress 
and wellbeing of their children, then their own progress in the art of teaching would follow. 
Students felt that their tasks were often not given enough attention by their mentors which 
consequently led to students feeling that their work was undervalued. Feedback was also an 
area which could elicit much tension. Mentors discussed the challenges associated with 
delivering challenging feedback whilst students declared that they were looking for open and 
honest feedback, but they were aware that their mentors found this difficult. Mentors cited 
some dynamics being difficult to negotiate e.g.  being a female mentor with a male student 
had caused issues for some and a younger mentor being allocated an older mentee. 
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Students did not raise any issues related to gender or age, but they did discuss the 
difficulties associated with being caught up in tense relationships between colleagues within 
school or between school and university colleagues. 
Figure 36: Issues identified between students and mentors/schools 
 
Issues identified between students and mentors/schools 
 
Students’ Issues Mentors’ Issues 
Agendas 
Mentors do not respect the work they have 
to do 
Students are focussed on the wrong things 
 
Feedback 
Mentors do not deliver challenging 
messages but ‘sugar coated criticism’ 
Mentors sometimes feedback publicly 
 




Being caught in the middle of tense 
relationships within school 
School/mentor – link tutor - student 
A mentee being older than themselves 
Female mentors having male mentees 
 
 
6.1.4.2 Issues Identified between University and Mentors/Schools 
As outlined in Figure 37 below, tensions between the university and schools could arise from 
placement expectations and when there were specific problems to deal with. Students began 
placement assuming that mentors would have accessed and be familiar with placement 
documentation and therefore would be aware of the placement’s expectations. What 
students found, however, was that mentors had often not accessed documentation and so 
were not aware of expectations. Conversely, mentors felt that mentees should take more of 
a role in informing them about placement expectations. Mentors also said that they would 
value more information prior to the start of a placement but we know from the students that 
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they do not often access the documentation which is already sent to them. When problems 
arose which a student felt required intervention from the university, students found that this 
would put them in an uncomfortable position. Students reported mentors feeling betrayed by 
a student contacting the university and students felt that link tutors handled a situation badly 
which resulted in an issue being exacerbated once the link tutor had left. Mentors discussed 
issues around feeling pressurised to pass a student’s placement in some cases. 
Figure 37: Issues identified between university and mentors/schools 
 
Issues identified between university and mentors/schools 
 
Students’ Issues Mentors’ Issues 
Placement expectations 
Mentors not accessing documentation 
Mentors not knowing the purpose of their 
placement 
 
Mentors expecting mentees to be 
knowledgeable about expectations 
Mentors wanting more information 
 
Dealing with Problems 
Link tutors responding to their concerns but 
subsequently handling an issue in such a 
way as to make the situation more difficult 
for them at school 
 
Feeling pressurised to pass a student’s 
placement 
 
6.1.4.3 Issues Identified between Students and University 
As seen in Figure 38 below, mentors did not raise any issues related to communication 
between school and university. This might have been due to a limitation of the study, 
mentors knew they were talking to a member of university staff and so the assumption would 
be here that they would perhaps be reluctant to voice any concerns in case the relationship 
between their school and University X would be compromised (Potts, 2000) in any way. 
Mentees raised the issue of link tutors not responding quickly enough if they requested 
support from them.  
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Figure 38: Issues identified between students and university 
 
Issues identified between students and university 
 
Students’ Issues Mentors’ Issues 
Limited Communication 





The investigation into how mentors supported students highlighted that the term ‘support’ 
was used frequently by both mentors and mentees. However, the term was perceived in 
multiple ways and there were also discrepancies in how much of that support was deemed 
to be appropriate by participants. Consequently, a student’s definition of ‘support’ might be 
different to their mentor’s and this might be the basis of misunderstanding in the relationship 
and impact on effectiveness of the process. The lack of an explicit shared understanding 
worked against the construction of a positive relationship between a mentor and a mentee in 
some cases. It is vital that there is explicit shared understanding of not only expectations but 
the terms commonly used with the mentoring process to work against the anti-mentoring 




6.1.4.4 Time: The Constriction of The Ideal Mentor 
Figure 39: Time: The Constriction of The Ideal Mentor 
 
 
Student teachers were looking for support, guidance, and advice from their mentors, they 
also expected that their mentor would want to mentor them. During the process students 
became acutely aware that mentoring was time consuming for mentors (see Figure 39, 
p230) who were already managing significant workloads, this caused stress and discomfort 
as they became reluctant to approach their mentors for support. 
Mentors felt that they were there to ‘support’ their mentees but it became apparent that there 
were multiple understandings of what it meant ‘to support’.  Mentors did not cite time as an 
area of tension within the mentoring process nor did they report not wanting to mentor a 
student. I believed this to be evidence of one of the study’s limitations (see p242) in that I felt 
I needed to be careful of accepting research participants’ accounts as full and wholly factual 





6.1.4.5 What Aspects of the Mentoring Process do Students and Mentors find Challenging? 
 
Issues that students and mentors found challenging about the mentoring process were 
outlined in Figure 17: Issues within the mentoring relationship and most of these centred 
around issues relating to ‘communication’, as discussed previously. One issue was raised 
which was not investigated thoroughly, the issues raised which related to ‘paired’ 
placements. The reasons for not investigating that issue was two-fold. The issue was largely 
related to students’ relationships with one another, rather than their mentors, and so was not 
tightly aligned with the focus of the research. In addition, I used my intuition, my ‘extra-
rational ways of knowing, honed from experience’ (Ryan, 2015, p37), to discard this theme 
as I suspected that it had arisen from the recent introduction of paired placements and 
students were not at the point yet of realising the benefits of paired placements. 
 
6.1.4.6 What do Students do to Ensure that the Mentoring Experience is Positive? 
 
Referring to Figure 26: What did students do to ensure their experience of mentoring was 
positive?: 
In terms of ensuring that the mentoring experience was positive students generally cited 
taking a passive response. Indeed, given that the word ‘student’ did not feature in the list of 
students’ 25 most frequently used words (Figure 22, p152) then they cannot have thought 
that they were an important part of the process. In effect, mentees did what they felt they 






6.2 Addressing the Study’s Aims 
 
As stated within Chapter One: Introduction (see p22), the conceptual framework (Figure 32, 
p218) was constructed after exploring the mentor-student relationship within assessed 
school-based placements on University X’s Initial Teacher Education Programmes. The 
features of what students, and school-based mentors, perceived to be effective mentoring 
were identified, explored and the barriers to effective mentoring clarified. In identifying the 
barriers to effective mentoring, the study illuminated potential areas for tension and the 
conceptual framework was designed to alleviate some of those. This built on the work of 
Hudson and Hudson (2018, p19) who said that ‘attempting to pinpoint where tensions occur 
in mentoring relationships may assist to more effectively target those areas prior to 
commencing professional experiences.’ The study’s findings directly informed the 
construction of the conceptual framework, designed to target those identified areas of 
tension prior to students embarking on their placement experiences. This conceptual 
framework (Figure 32, p218, replicated below), emerging from the data, underpins a model 






6.2.1 Conceptual Framework to Underpin a Model of Mentoring (Appendix 18) 
Figure 32: V2 Conceptual Framework to Underpin a Model of Mentoring, (see p218 for full size) 
 
This conceptual framework is underpinned by the rationale that preparation for the process 
of mentoring was focussed too heavily on the mentors and what their responsibilities were 
during the process. My research highlights that mentors want mentees to be pro-active, but it 
also suggests that mentees are working in a particular context which disempowers them and 
consequently they are largely unable to be proactive. The mentoring process is constructed 
in a way which creates an ‘anti-mentoring’ context from the outset and the provider has little 
control over many of those aspects, as discussed in the literature review chapter (see p79). 
There needs to be a shift of focus so that the provider invests more of their input in the areas 
which they are able to influence more readily and which consequently make a difference to 
the quality of the mentoring process. The provider has access to every student who is about 
to be mentored and therefore they should be investing more thought to the preparation of 
234 
 
the mentees to have a greater impact on the quality of the mentoring process. This stance 
would be supported by Hudson’s (2016a, p41) view, 
Indeed, just as mentors can engage in mentoring programs to 
advance their practices, mentees will also require education about 
desirable attributes and practices that they can draw upon to aid in 
forming and sustaining productive mentoring relationships. 
 If the provider can broaden their attention to include mentees to a greater degree then the 
aspects highlighted by the mentors as being desirable can be addressed prior to placement. 
This is preferable to mentees trying to pick up these ideas in an ad hoc fashion as they 
grapple with their placement experiences whilst ruminating about what they think their 
mentor’s expectations are. If the focus of ‘mentor training’ is broadened to include students 
to a greater degree this would instantly go some way to mentees understanding that they 
have a significant role to play in the success and effectiveness of their mentoring 
experiences. The mentors, in this study, by implication, controlled the process. Mentor 
training was focussed on the mentor, who also took the role of assessor, and so 
consequently the power balance was such that they could not be perceived as anything 
other than in control of the process by the mentee. There needs to be a much greater 
emphasis on preparing students to be mentored, beyond the practicalities of what time to 
arrive, what to wear and being aware of needing to contribute to the tea fund. Preparation of 
this nature contributes to the notion of compliance and thus a re-affirming of the accepted 
power imbalance. Students need to feel able to be a proactive partner in the process, rather 
than a passive receiver of wisdom. They also need to be empowered to the point where they 
would feel able to participate in an open and honest discussion with a mentor, to question 
them about their practice for instance, without being perceived as being critical or 
disrespectful by their mentor. This framework facilitates that perspective shift, building on the 
work of Hudson (2016a) and also that of Hobson et al. (2016, p8) who advised that 
mentoring schemes could be strengthened by ‘Providing preparation activities for mentees 
designed to help them make the most of mentoring, and to have realistic expectations of 
mentoring’. This study builds on the work of Hudson (2016a) and Hobson et al. (2016) by 
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pinpointing what the foci of those preparation activities need to be, in each phase of the 
student’s transition to teacher. 
This conceptual framework has three preparation phases, each building on the students’, 
and then mentees’, prior experiences and preparing them for the next mentoring experience. 
Preparation Phase 1 of the framework would be led by the provider, given that none of the 
students would have had experience of being mentored in the role of student teacher at that 
point. At induction, students will have sets of assumptions about, and perceptions of, the 
mentoring process. Often these perceptions are not helpful as they can, for example, stem 
from unrealistic expectations of mentors and consequently they become misconceptions. 
The multiple understandings of some of the fundamental terms and concepts inherent in the 
process of mentoring can also set the scene for confusion, as participants assume that 
others share the same understandings. Students’ initial assumptions and perceptions about 
what it means to be mentored as a student teacher need to be explored so that they become 
explicitly aware of what their own expectations are at that point. Once explored then the 
provider needs to outline the reality of mentoring a student teacher, from a mentor’s 
perspective and share with them mentors’ expectations of them. Mentoring terminology 
needs to be explored too so that, at the very least, students become aware of the ensuing 
implications of simple yet fundamental misunderstandings. Preparation Phase 1 will ensure 
that students will have addressed their perceptions of the mentoring process, developed a 
clear understanding of the mentor’s role and of the challenges they face in enacting that role 
effectively, along with an awareness of the multiple interpretations of the terminology 
commonly used, before embarking on their first placement. 
Preparation Phase 2 of the framework will be facilitated by the provider but the expectation is 
that mentees’ experiences of being mentored on Placement 1 would constitute the basis for 
this phase, thus balancing the responsibility between provider and mentee. Students would 
be helped by the provider to unpack their own mentoring experiences, discuss those 
constructively with their peers and be encouraged to think about what their own role was in 
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their placement outcome. The role of the mentee would be the focus of pre-Placement 2 
preparation, students would consider how they needed to be and what they needed to do to 
ensure that their next mentoring experience was as constructive as possible. In this way 
students would be encouraged to take greater responsibility for the success of their 
mentoring experience and drive that process from within. 
Preparation Phase 3 of the framework would be mentee led as they reflected upon their 
accrued mentoring experiences and constructed their targets for the first transition point into 
their NQT year. At this point students would be experienced mentees, in the context of 
Primary ITE, and have a clear understanding of the contribution a constructive mentoring 
experience makes to their professional development and wellbeing. They would have had 
the opportunity to reflect honestly upon their own strengths and areas for development and 
be encouraged to work proactively to address these to ensure the most positive future 
mentoring experiences, whether as a mentee or as a mentor. 
Moving from provider-led to mentee-led preparation, across the three phases, mirrors the 
shift that students need to make from developing an initial understanding of the process to 
ultimately taking ownership of their individual mentoring experiences as they make the 
transition from student to Early Career Teacher. If NQTs exit programmes having been 
encouraged, and expected, to take a proactive role in mentoring processes then they, in 
turn, will become mentors who expect their mentees to be proactive. This would mean that 
they would be mentors who were more comfortable with mentees asking them searching 
questions, without them feeling as though they were being criticised by their mentees and 
taking up defensive positions. Mentees will be empowered to affect small-step changes from 
within the process, from individual mentoring relationship to individual mentoring 
relationship. The empowerment of the mentee takes some inspiration from Reverse 
Mentoring where the traditional mentoring relationships, consisting of older, senior 
colleagues providing guidance to their younger, junior counterparts (Kram, 1985), are 
reversed. I am not advocating a full role reversal where a student teacher mentors an 
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experienced teacher as that would not meet the needs of either the novice teacher or the 
mentor in the context of ITE. However, I am advocating that the mentoring processes within 
ITE need to recognise to a greater degree that ‘knowledge is not a one-way street and that it 
is in everyone’s best interest to share expertise’ (Greengard, 2002, p15). With that in mind, 
the student teacher could take responsibility for some key aspects of the process, to 
empower them and also lessen the mentor’s workload. As an example, the mentors in this 
study found it difficult to get to grips with the placement documentation. The study’s student 
teachers often noted that their mentors were not familiar with the documentation and 
therefore the expectations of the placement. This would be an aspect of the mentoring 
process for which student teachers could take responsibility. Student teachers would be 
expected to take their mentors through placement documentation at the outset of their 
placements thus giving them a proactive stance from the start and a role in ensuring that 
their mentors were conversant with placement expectations. I believe that we need to work 
to find some mechanism to reduce the power imbalance in student teacher and mentor 
relationships to allow those being mentored to adopt a more proactive role. Expecting the 
mentees to take greater responsibility for the success of the mentoring relationship would be 
a way of doing this. It would be reciprocally supportive to delegate aspects of the workload 
associated with mentoring to mentees as this would support their mentors in supporting 
them. This approach would foster more opportunities for mentors and mentees to work 
together and therefore would foster the development of a collegiate relationship which would 
strengthen the mentoring relationship as a whole as Marcinkus-Murphy (2012, p566) noted 
that  
As with most workplace initiatives, fostering good reverse mentoring 
relationships requires thoughtful planning and attention. The more 
that the dynamics of formal mentoring relationships mimic informal 
relationships, the more successful they should be in terms of support 






6.2.2 Limitations of the Conceptual Framework to Underpin a Model of Mentoring 
 
The conceptual framework does have limitations which need to be acknowledged and 
considered. The limitations are as a result of the ITE context in which the framework sits. 
These contextual aspects are beyond the scope of the model to change but they exert 
pressure on the mentoring process. These limitations relate to the notion of power (Hobson, 
2016), the status of mentoring within schools (Valencia, Martin, Peace and Grossman, 2009; 
Wilson, 2014), the performative work culture (Lofthouse and Thomas, 2014) that teachers 
find themselves in and the time available to school-based educators to mentor (DfE, 2019e).  
The framework does not attempt to change the current style of mentoring practices per se, it 
is intended as a framework which underpins a model of mentoring. Mentors will still be 
responsible for assessing mentees, thus distinct power imbalances will still be at play within 
the process. Although the model does not have the ability to change the powerful 
relationship it makes this relationship explicit and by exposing it allows mentees to prepare 
more effectively for it and to work positively within it. 
Although pivotal to a student teacher’s success (Caruso, 2000), an uncomfortable truth is 
that it is seen in the study’s findings that the status of mentoring student teachers is not high 
within our schools. This is illustrated by the fact that a teacher’s competence against the 
mentor standards (TSC, 2016) is not formally monitored (Jerome and Brook, 2020). We also 
know that mentors do not regularly access placement documentation prior to a student 
teacher’s arrival and they often find it challenging to allocate the time required to mentor 
effectively. If the role was high status then this would not be the case. Although the model is 
situated in such a context it works to deal with this openly. By encouraging students to take a 
more proactive role in the process, the area of tension which is apparent around the time 
available to a mentor to engage in the process would be alleviated. It is important to consider 
at this point how the framework could be implemented, in addition to what would be 
implemented by it. As an example, current practice, at University X, is for Link Tutors to 
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introduce mentors to key aspects of a placement during the early stages of a placement. 
This meeting takes place in school without the student teacher being present. Aside from 
this being a significant investment of time, this works to exacerbate the power imbalance 
between mentor and mentee as it effectively excludes the mentee from hearing what the 
mentor is told about placement. Each link tutor makes an individual journey to each school. 
An inadvertent result of this is that mentors in different schools receive this information at 
different times, impacting upon when they have the knowledge to engage in the process as 
effectively as possible. Students talking with each other may feel disadvantaged if a peer’s 
mentor has already received their training whilst theirs has not. This structure also results in 
a student teacher making assumptions about what a mentor knows about the placement as 
they would not part of this meeting, given that they are not invited to attend. A more open 
and equal way to prepare participants for the process would be to prepare them for some 
key aspects together and then each knows what information the other has, at the same time. 
This needs not to be a logistical challenge, even within a large partnership area. All students 
and all mentors could be invited to an online preparation session, recorded for those who 
were not able to attend, this negates the issue of mentors and mentees having to travel and 
is a more effective use of their time. Link Tutors could then address further queries 
individually, with their linked schools and students, thus personalising the preparation. In 
effect, all would be given the same messages, and all would hear each other being given the 
same message. The identified areas of tension could be openly discussed with everyone, 
strategies to alleviate them could be shared and thereby they would be pre-empted before 
they arose.  
6.3 The Significance and Implications of the Findings 
 
The mentor/mentee process and relationship is becoming increasingly important as we 
continue to move towards apprenticeship models of teacher education (DfE, 2016). 
Mentoring forms such a significant part of a student teacher’s education that it stands to 
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reason that the quality must be high to support student teachers in becoming the most 
effective teachers that they can be which in turn will have the greatest impact on children’s 
learning and well-being. Mentoring experiences cannot be undervalued as it is known that 
they can also contribute to a mentee’s decision to leave teaching (Hobson, 2016). If we can 
ensure that the mentoring process is as effective as possible it will also have a positive 
impact on retention of not only student teachers but early career teachers (Ingersoll and 
Kralik, 2004). Given the impact that mentoring can ultimately have upon teacher retention 
then it is imperative that the process is as constructive as possible. 
Within the context of the national roll out of the Early Career Framework (DfE, 2019b) in 
September 2021 there is an opportunity to enrich that framework. School-based mentors are 
set to take a central role in supporting early career teachers as the government has 
committed to funding time for mentors to enable them to fulfil their roles and also to fully 
funding mentor training (DfE, 2019b, p.6). Funding time for mentors to be able to fulfil their 
mentoring responsibilities will be welcomed by them and their mentees as ‘time’ is clearly an 
area of tension and is an aspect which prevents mentors from being able to attend to their 
responsibilities effectively. Fully funding mentor training gives status to the role of mentor as 
it underlines its importance, but retaining the use of ‘training’ indicates that this will be 
insufficient given that 
mentor preparation needs to go beyond ‘training’, traditionally 
conceived as behavioural inculcation without insight (Tomlinson, 
1995), and should include planned strategies to assist individuals in 
developing their identities as mentors. 
(Bullough, 2005, cited in Hobson et al., 2009, p212) 
 
 
At this point the ECF (DfE, 2019b) does not recognise that mentees would benefit from 
specific preparation, this works to keep them in their subservient passive roles and therefore 
the success of the mentoring relationship must still be assumed to lie with the mentors. This 
is clearly a missed opportunity. The understandings of pivotal terms, such as ‘support’ and 
‘mentor’ are still not explained but instead are used freely, presumably assuming a shared 
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understanding. This, again, is an opportunity lost to clarify expectations and therefore leaves 
the way open for misunderstandings, misconceptions and tensions to arise which ultimately 
affect the effectiveness of the mentoring relationship and thus its impact upon a mentee’s 
development. 
6.4 The Study’s Contribution 
 
The study highlights aspects of the mentoring process which foster tension some of which 
are within the provider’s gift to change. It provides justification for a change of approach, a 
stepping-stone between current practice and Lofthouse’s (2018, p248) vision where 
‘mentoring can be re-imagined as a dynamic hub within a practice development-led model 
for individual professional learning and institutional growth’. It identifies small-step changes 
to foster improvement from within. When cohorts of student teachers who were empowered 
within their mentoring experiences become teachers and members of school leadership 
teams then schools would be more likely to be in a position to embrace mentoring as a force 
for change, rather than as a mechanism to maintain the status quo. We are currently still 
using mentoring models which were in place over 20 years ago, when many school leaders 
were student teachers and so potentially the process has not evolved as far as it could have. 
Schools have had to deal with so many changes that perhaps we have not felt able to re-
construct our accepted practices, rather we have added to a process which has 
fundamentally remained the same for decades. However, if we are in harmony with reform-
minded perspectives which 
reflect student-centered approaches to teaching and learning and are 
concerned with the active construction of ideas, including engaging 
students in concepts and beliefs relevant to their own lives (Bybee, 
1997); exploring concepts and relationships; explaining and justifying 
conclusions and relationships; challenging misconceptions; sharing 
and examining ideas through discourse; and engaging in 
collaborative inquiry (Wang & Odell, 2002).  
(West, 2016, p25) 
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Then it would seem to follow that we apply this philosophy to our teaching of not 
only the children in our schools but to the adults who will be responsible for 
teaching them to maximise that ‘individual professional learning and institutional 
growth’ (Lofthouse, 2018, p248). 
6.5 Limitations of the Study and Questions for Further Research 
 
Wellington and Sikes (2006, p725) identified that educational research often occurs within 
the researcher’s own institution and is carried out by a ‘researching professional’ rather than 
a ‘professional researcher’; this was the context of my own research. In that context I was 
engaged with ‘the reciprocal, recursive, and symbiotic relationships of research and practice, 
analysis and action, inquiry and experience, theorizing and doing, and being researchers 
and practitioners’ (Cochran-Smith and Lytle, 2007, p31). This context was beneficial as 
inside researchers readily know the language of those being studied, 
along with its particular jargon and are more likely to empathise with 
those they study because of in-depth understanding of them, less 
likely to foster distrust and hostility among those they study, are often 
more willing to discuss private knowledge with those who are 
personally part of their world, are often more likely to understand the 
events under investigation and are less likely to be afflicted by 
outsiders’ arrogance where researchers fail to understand what they 
observe. Inside researchers find that those they study are often more 
likely to volunteer information to them than they would to outsiders. 
Sikes and Potts (2008, p177) 
 
However, mentors were aware that I was an employed member of staff from University X 
and, despite the benefits of being a researcher working in the same field as them, as 
outlined by Sikes and Potts (2008), a limitation would be that they may not have felt able to 
share as openly as I would have liked them to. A hint that this might have been the case was 
the fact that they did not cite ‘time’ as being a challenge in regard to the mentoring process 
but it is, according to the mentees’ experiences. This could be construed as an issue of 
reliability within my study as it contradicted data gathered from the student participants but 
because literature in the field (Hobson, 2016) clearly identifies ‘time’ as an issue for teachers 
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and we know that they are subject to significant workloads (DfE, 2018; DfE, 2018b, DfE 
2019e) then I believe this not to be the case. 
Lack of anonymity could have cause dilemmas for my mentor participants. Although I had 
given them assurances that their contributions would be anonymised within my study they 
were aware, by the nature of focus group discussions, that their contributions would not only 
be heard by me but by their immediate colleagues. Atkins and Wallace (2012, p49) highlight 
the tensions and dilemmas associated generally with insider research  
..it may not be possible to anonymise some key informants, or a 
situation may arise in which the outcomes of the study, particularly if 
they are critical of practice, may bring you into conflict with 
colleagues or senior managers within your institution. There is also 
particular difficulty around role definition in insider research – to what 
extent are you a professional and to what extent are you a 
researcher in each situation that you find yourself in?  
The mentor participants were employed by schools who hosted our students’ placements 
and they were aware of my role at the university. In addition, they were participating in focus 
group discussions where their colleagues would hear their contributions. Therefore, it would 
be unlikely that they felt confident in saying that they were not able to commit to the role of 
mentor fully or that they were not able to meet the university’s requirements. If they had 
done this they would have made themselves vulnerable to criticism from colleagues and in 
turn perhaps exposed themselves to managers in terms of suggesting that they were not 
able to meet their expectations.  Consequently, a potential reason for not sharing their views 
and experiences openly is that they would not want to communicate to me that they felt they 
did not have sufficient time to mentor as well as they would like to as this might suggest that 
they were not fulfilling their roles, roles that their schools were being paid to fulfil. This is an 
idea which is reflected upon by Hobson and McIntyre (2013, p357) who noted that 
similar motivations to those which contribute to the production of 
fabrications in schools, notably those associated with impression 
management and presentation of self, are also likely to cause some 
teachers to be economical with the truth in their encounters with 




To overcome any reluctance to share their thoughts fully the mentors would need to be 
confident that they were anonymous to the researcher and their colleagues, not just that 
their responses would be anonymised. This would ensure that there would be no 
repercussions for them as result of what they contributed. Focus group discussions would 
not be an appropriate mechanism by which to gather their views and experiences about 
having a lack of time to do the job properly as not only are they clearly identified by the 
interviewer but also other participants in the group are witnessing their contributions. An 
alternative would be to distribute anonymous questionnaires, focussed on the aspect of 
‘time’, to mentors in a number of different schools so that mentors could not be inadvertently 
identified within the published research by reference to potentially identifying factors such as 
gender or role within a setting (Atkins and Wallace, 2012).  
Another aspect for further research would be to pinpoint, and explore understandings of, the 
key terms used within mentoring. This study identifies multiple understandings of the term 
‘support’ and illuminates the tensions arising from those different understandings. Thus, we 
know that a rigorous exploration of what ‘support’ means to mentors and student teachers is 
necessary but this suggests that there will be multiple understandings of other frequently 
used terms. It is clearly fundamental to any successful mentoring relationship to have 
precise definitions of what key terms mean so that expectations can be managed, thus 
reducing the potential for misunderstanding and resulting tension. 
It is also apparent that mentoring participants’ understanding of the role of link tutor need to 
be explored and perhaps redefined. The link tutors in this study were only proactively 
contacted by schools if there was some kind of issue to resolve, one that schools felt they 
could not resolve in house. Students reported rarely contacting their link tutors and when 
they did the outcome was often not positive for them. It appears that links tutors are seen as 
having an overarching, supervisory and troubleshooting role. This role needs to be re-
explored as there would be potential for them to play a much more pro-active role. They 
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could be more of an external mentor, the benefits of that role being extoled by Hobson et al. 
(2016), providing coaching and offline emotional support. 
6.6 Immediate Implications for Practice 
 
An enhanced level of preparation focussed on mentees, arising from the developed 
Conceptual Framework to Underpin a Model of Mentoring (Figure 32: V2 Conceptual 
Framework to Underpin a Model of Mentoring, p218), where mentees are prepared for the 
real experience of being mentored, will be implemented as a pilot with the next cohort of 
campus-based PGCE Primary Education students. This programme has been selected 
primarily because it is one year programme and so we will be able to gauge the impact of 
our work more quickly, reflect and make any necessary adjustments before rolling it out 
across other ITE programmes. Given that the research was carried out within the 
researcher’s own institution and was carried out by a ‘researching professional’ (Wellington 
and Sikes, 2006, p725) then the findings can be implemented immediately within the 
professional’s remit, to enhance current practice. Preparation Phase 1 will be realised within 
the first five weeks of the programme, prior to students embarking on their first placement. 
The second aspect of that phase, where mentors’ expectations of the students are shared, 
will need to be managed carefully so that students know how they will be able to meet those 
expectations, rather than feel daunted and overwhelmed. Preparation Phase 2 will take 
place between the students’ two assessed placements. Their mentoring experiences will be 
unpacked within small group tutorials where they will all have the space to have their voices 
heard and be able to engage fully with others, in guided discussions. The fundamental 
aspect of this phase is moving from reflecting, where students will think about their actions 
and experiences, to being able to be reflexive, with a capacity for a level of critical self-
reflection (Vivanco, 2018). In this way, students will take account ‘of the idea that intelligence 
admits of error, that we may have falsely identified or misrecognised an object, concept or 
experience’ (May & Perry, 2017, p3), moving beyond taking an experience at face value or 
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making an assumption that it was a result of another’s failings. In Preparation Phase 2 
students will examine their own roles in the success of their mentoring experiences, 
developing an appreciation of the threefold imperative of reflexivity as expressed by May and 
Perry (2017, pp4-5): 
We may say that reflexivity has a threefold imperative in life. First an 
awareness of oneself is necessary for the exercise of any rule or 
sense of obligation of the expectations that are made and reside 
within us. Second, our traditional or habitual practices require 
monitoring as we meet unexpected circumstances and interact with 
other people who have different practices. Third, guidelines for action 
may be in conflict with each other thereby requiring deliberation and 
action. 
 
It will be crucial that students embark upon that final placement with a clear understanding of 
their own role as a mentee and empowered to proactively make a positive impact upon the 
quality of their mentoring experiences. Preparation Phase 3 will be at the end of their final 
placement, in the form of a half day workshop. Students will share, and reflect upon, their 
experiences of being mentored. They will identify what they would have done differently. At 
the end of their programme they will have examined the role of the mentee and considered 
how a mentee can significantly impact upon the success of a mentoring relationship. This 
will prepare students for their experiences as mentees which lie ahead of them and which 
will have a profound impact upon their professional development and also potentially upon 
their emotional wellbeing. In a final individual tutorial where they consider their targets for 
transition, from student teacher to qualified teacher, there will be an expectation that they 
identify a personal target which will contribute to a positive mentoring experience. As this 
target will be shared with their NQT mentor this will signal to the mentor from the outset that 
the mentee acknowledges that they have a constructive role to play in the success of the 
mentoring relationship. In this way we will enable our student teachers to maximise their role 
in shaping the most proactive of mentoring experiences and take ownership of their own 
continuing development. Given that we know that student teachers and teachers in the early 
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years of their careers can be generally regarded as vulnerable learners, as addressed by 
Shanks (2014): 
The vulnerability of new teachers can be understood as multiple 
layers of new experiences to deal with – a new profession, perhaps a 
new location, probably a brand new workplace with new colleagues, 
new students, continuing assessment and uncertainty as to whether 
they will obtain a new post for the subsequent school year. New 
teachers are in a vulnerable situation as a newcomer to their 
profession while they continue to learn about teaching and how to be 
a teacher 
(Shanks, 2014, p14) 
Then, in addition to the need to improve the quality of practice and thus the 
quality of the education for our children, we have a moral and ethical duty to 
work make a positive difference to the professional experiences of their teachers.  
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Appendix 1: Student Focus Group Discussion Guide 
 
Points for focus group discussion: 
How would you define the term ‘mentoring’? 
 
 
What have you learned from your mentor? 
 
When is the student/mentor relationship a rewarding experience? 
 
What characterizes the most positive relationships with mentors? 
 
What challenges have you encountered during the mentoring process? 
 
What do you find challenging about being mentored? 
 
How have you dealt with those challenges? 
 






Appendix 2: Mentor Focus Group Discussion Guide 
 
Points for focus group discussion 
Why is it that you mentor students? 
What have you learned from your experiences?  
Do you think there is an optimal time to be a mentor? Why? 
In your experience what are the three most useful things a mentor does? 
What are you looking for in your mentee when they begin their placement with you? 
What challenges have you encountered during the mentoring process? 
How did you deal with those challenges? 
Did any aspect of the mentoring process unsettle you? 
If so please explain  
How did you deal with that? 
What do providers do currently which helps to prepare you for mentoring? 
What do providers do currently which supports you in the process of mentoring? 
What could providers do to further prepare you for, and support you with, with regard to 





Appendix 3: Student Mentoring Questionnaire 
Mentoring questionnaire – post initial assessed placement 
In your experience what are the three most useful things a mentor does? 
 
What have you learned from your mentor? 
 
What challenges have you encountered during the mentoring process? 
 
How did you deal with those challenges? 
 
Did any aspect of the mentoring process unsettle you? 
 
If so please explain  
 
How did you deal with that? 
 
How could your programme have prepared you in dealing with that response? 
 
What did your mentor do to support you? 
 
How did you try to ensure that your experience of being mentored was positive? 
 
Participant Informed Consent 
(Working) 
Research Title  
 
Student teachers’ views on what and how student teachers learn from being 
mentored whilst out on placement in schools in their role as ‘student teacher’ 
Researcher Sophie Meller 
Statement of Confirmation Yes No 
I understand that by signing and submitting this form I am agreeing to be considered 
as a participant in this research study. 
  
I have been told about and understand the purpose of the study.   
I have been given opportunities to ask questions about my involvement in the study 
and these have been answered to my satisfaction. 
  
I understand that my responses to the questions asked above will be rendered 
anonymous and that I will not be identified personally when findings are published. 
  
I understand that I can withdraw at any time and that any decision by me to do so 
would not adversely affect my experience on my programme of study at **** 















Appendix 4: PG Student data 
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Appendix 6: School A (SA) Mentor Data 1 
 2 
 3 
R1 As a little ice breaker, can we just make sure we can see one of these [selection of images of 4 
mentors taken from films – see attached] and if you could choose a mentor, or choose to be a 5 
mentor, from these people, who would you have? 6 
M7 Mr Miyagi 7 
R1 M7? 8 
M7 Mr Miyagi - he’s got patience and they do it alongside each other, rather than just being told 9 
what to do they’re doing it together and I think there’s a lot of practise involved 10 
M1 He’s got a lot of skill aswell hasn’t he? He knows a lot… so you’d be confident in having him as 11 
your mentor 12 
M3 You see I’d pick Dumbledore for the same reason but because he’s also not afraid to let you 13 
drown a little bit but you can learn, because he let Harry go a little bit before he pulled him back in 14 
M1 Yeah… Mr Miyagi let Karate Kid break his leg [laughter] 15 
M3 Yeah, ok – well then… for the same reasons! 16 
M2 A good mentor lets you take risks but is there on the sideline 17 
M3  & M1 – Mmm, yeah 18 
R1 – Anything else? 19 
M1 – I like Miss Honey but Matilda’s more of the mentor than she is I think, Matilda’s mentored her, 20 
she’d built her confidence 21 
M3 Mmhum 22 
M4 – I like James Bond because once she dies ….. she really is the boss and he knows that but the 23 
line they have, he often crosses it but he’s respectful in crossing the line 24 
R1 – So, if we move on from that… Why would you choose to mentor students, why do you mentor 25 
students? 26 
M2 Because you remember your own good or bad experiences of being mentored 27 
M3 Because you feel like you’ve got things that you can show them – little tricks that they can use, 28 
when you see them struggling away, day after day, you sometimes think well… actually I could help 29 
you here a little bit with this 30 
M1 And they’re fresh so a lot of their ideas you can take as well, do you know what I mean so… if 31 
you’ve been teaching angles for 6, 7, 8 years and you’ve done the same thing year after year, they 32 
can bring a fresh… 33 
M3 It does work both ways 34 
M1 Yes, it does  35 
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M3 Especially when the new curriculum came out, they were coming in with fresh ideas and you 36 
thought – this is the way we should do it now 37 
R1 What have you learned from your experiences of being mentors yourselves would you say? 38 
M5 I’d say I’ve got a lot of patience 39 
M3 Currently 40 
M5 Yeah and learned to just take each day as it comes, step by step, feeding little chunks of 41 
information and then hopefully it’ll build up to become the full package at the end  42 
M2 There’s maybe a risk of getting a student and thinking that you’ll get some time off or that it’s an 43 
easier ride for a few months when they do the work but actually being the mentor is often the 44 
opposite, it’s a different role but it’s not an easier option. 45 
M3 My favourite thing about being a mentor is being at the back of the class and seeing how the 46 
class behave rather than at the front because you get a totally different perspective on the class and 47 
I think it’s much better to see behaviour because otherwise you sort of get focussed on a naughty 48 
child and pick on him and that usually means you forget about the other kids or whatever 49 
M1 I like seeing students, or whoever you’re mentoring, get relationships with the children you don’t 50 
have that relationship with, like ****** now – she has relationships with some of the children in my 51 
class that I don’t have those relationships with, maybe because their personalities are similar or … 52 
and it’s nice to see how that works out as well 53 
M7 I think it’s nice to see their progress, it’s just like when you’ve got children in your class and 54 
you’re measuring the progress, how they come into school, how the students come into school, and 55 
how they leave the placement… and they do make a lot of progress. It’s quite a confidence boost for 56 
us as well, when they’re watching you teach and they say ‘oh, I love how you did that’  57 
M1 And then when you [referring to SM] come in and your marks are similar 58 
M5 You think you might be being harsh 59 
M1 Yeah, and they’re similar, you know you’re on the same page  60 
M4 And having the wide range that we’ve had in Early Years and you know which strategies to use , 61 
with the trainees themselves because you know, for example, one person just didn’t listen to any 62 
advice so it had to be ‘well – it’s this way or you’re out’ type of thing but then you’ve got other 63 
people who are like little sponges, who soak up the ideas without you even saying ‘try this’, by the 64 
next lesson they’re trying out what they’ve seen you doing, making sure you’re aware of their 65 
learning styles as well and how they take things and what their next steps are, as well as the 66 
children’s  67 
M7 I always feel that we want them to do their best so I don’t want anyone to fail that’s coming in, 68 
unless their lesson is bad and then I will, but I feel that I want to help them to get better  69 
R1 Moving on from what M4 said there about erm, you know, over time you build up this bank of 70 
strategies to help different people. Do you think there’s an optimal time in your own career to be a 71 
mentor? 72 
M7 I think you’ve got to be teaching a while 73 
M3 Not early on 74 
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M7 No 75 
M3 But then after that I don’t see that … I think that even if you’ve been teaching a long time…  76 
M2 I think… I was also going to throw in a devil’s advocate… when you’re fresh to teaching and 77 
you’ve just been through the experience you’re aware… you have to be a strong teacher… you can’t 78 
be just be scraped through the experience… but you know with years of qualifying you remember 79 
what it was like but you’ve learned enough to… 80 
R1 Actually, that goes back to something somebody said before about you know, giving you 81 
confidence, as a recently qualified teacher, potentially ,it make you realise how much you know 82 
when you’re mentoring 83 
M4 I think that’s true but ‘devil’s advocate back at you’ I think you need a certain length of time in 84 
the profession to have developed coaching and mentoring strategies … wonderful teaching but the 85 
whole pastoral care and things like that, things like the NPQICL and experience of coaching and 86 
mentoring strategies that can be taken through the rest of their career  87 
M1 And I had a student after my NQT year 88 
M7 But you’re different [laughter] 89 
M1 But that was a little bit tricky because she was older and I find sometimes the age gap between 90 
and especially a male, an older male, you find it harder when you have a young female 91 
M2 We have had that before 92 
M1 Yeah, a few times 93 
M2 Yeah, I think a newly qualified, well not a new newly qualified but a young, relatively 94 
experienced teacher can be a mentor depending on their experience and who they are - also 95 
depending on the student, so we’ve had students who’ve basically said ‘what right do they have to 96 
teach me’ when they’ve just passed themselves 97 
M1 Those exact words 98 
M2 Practically, yes  99 
M7 I think it’s important to be able to give feedback  100 
M1 Definitely 101 
M7 We’re all kind of management and so we know how to do that and we’ve been doing it for staff 102 
for years, I think that just makes it easier 103 
M1 And it is going back to that thing of who you had as a mentor yourself because I had these two 104 
[referring to colleagues at the table] so it’s like you learn from them and then it was easy, well not 105 
easy, but it was nice to see what… and then I could take it on and there are some teachers currently 106 
who had awful mentors and I don’t understand that… you’re all training to do the same job? 107 
M7 It’s like a power thing sometimes [hoover starts!] 108 
M1 I know [& general agreement from around the table] 109 
M7 Some mentors er want to be nasty to you  110 
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R1 Well that’s kind of what ***** was saying about building on your own experience… [M6 joined 111 
the group] M6 – if I can just pass you this consent form to explicitly say that you’re happy to be 112 
recorded in our mentoring conversation  113 
M4 I think as well for my experience of when I was going through university I had a mentor who was 114 
at the very end of her career and like, you know, within 2 years of retirement and because she had 115 
seen the cycle of the literacy strategy, the numeracy strategy, no curriculum at all, and the cycles of 116 
time they sometimes put you off by saying what do you want to go into teaching for?’ And like if you 117 
get it too late you have to be careful not to put them off because it’s hard enough to recruit in the 118 
first place. 119 
M2 Yeah, I had a mentor who was leaving at the end of that year and it was really obvious that they 120 
just didn’t want to be there, they weren’t dealing with any of the issues in the school, it wasn’t their 121 
problem anymore, that made it really hard, really hard 122 
M7 And then it’s a really bad experience for students, that you’re just setting them off on their 123 
career in the wrong frame of mind 124 
M2 Yeah, if it had been my first year placement I wouldn’t have done it, because it was my final one 125 
and I’d had 3 good ones I knew that was not was teaching was  but if you’re doing a PGCE and you 126 
get that one teacher then that’s it isn’t it? 127 
R1 So if you think on some programmes, maybe like a School Direct programme where you really 128 
have one main placement, you do go on a short placement elsewhere, but that is your mentor so… if 129 
you can pick out what you think is the most important thing that a mentor does? 130 
M3 Support  131 
R1 So – yeah, let’s each have a word so…. Support?  132 
? Guidance [not sure who said this] 133 
R1 – by the time we get round it’ll be interesting! So… support, guidance… M4? It can be the same 134 
word?  135 
? Shall we just all say support? Support, support, support [not sure who said this first - general 136 
agreement around the table] 137 
M7 can I say Model 138 
M1 Inspire 139 
M7 Yes 140 
M3 That’s a good word  141 
? Challenge [not sure who said this] 142 
M2 Rescue 143 
M1 Someone who’s going to instil passion as well because it’s a job where you need that passion 144 
isn’t it? 145 
M5 I also think it’s important to be approachable to the students as well 146 
M4 Motivate them  147 
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M3 Mmhum 148 
M1 Be tough at times, you’ve got to be tough 149 
R1 Yes, you need that at times don’t you? …it’s hard not to join in… really hard not to join in! 150 
M4 Trust… you’re just giving them your class really and you’re trusting that the er university have 151 
sent you someone reliable, sensible, worthy of your class and then you’re handing them over aren’t 152 
you, with the support in place? 153 
M1 And the other way – they’ve got to trust you as well because it is just sometimes 9 months that 154 
they’re training for isn’t it? You’ve got to give them everything  155 
R1 Yes, in that relatively short time 156 
M1 Yeah  157 
R1 So, when your mentee… if you kind of think of the first day when your mentee arrives in your 158 
classroom, what are the things that you are looking for, that you are hoping for in your mentee? 159 
M6 initiative [agreement around the table] 160 
M3 That’s exactly what I was going to say  161 
M1 That’s been lacking recently  162 
M7 Yeah, yeah 163 
M4 I haven’t had initiative in my students in the past few years but I’ve had initiative this time  164 
M2 Genuine interest and care in the children, someone who seems to really want to be there and to 165 
get to know the kids  and isn’t doing it to ‘pass the course’ 166 
M3 Yep, it’s more like a job – they can just be here for 6 weeks, get in amongst it straightaway 167 
M5 yes, a vocation  168 
M3 You can tell straightaway, pretty much  169 
R1 Ok, and if you think of some of the challenges that you’ve faced as a mentor, in the mentoring 170 
process, could you share any of those challenges?  171 
M1 Come on M6! 172 
R1 You don’t have to name the students but you can share the challenges 173 
M3 We’ve talked before about certain students who thought they were above, like the mentors, so 174 
we had one chap, from ***** University, who, every time somebody gave him some advice to try 175 
and move him on, to be fair – especially if it was woman, he just didn’t listen to anything  so then we 176 
ended up having arguments with the university  and it didn’t turn out very nicely in the end because, 177 
because of his attitude  178 
M7 Yep 179 
M2 And he… he didn’t get, he didn’t get out kids? He was, you know, bringing in really expensive 180 
kinds of things and saying ‘you know, if you work really hard you can have these things as well’ it 181 
was, it was er, not trying to belittle our kids, but they weren’t things they’d aspire to, does that 182 
sound wrong?  183 
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M1 No, no 184 
M3 He was talking about things like that were out of their scope 185 
M1 yeah, like his drum kit was like thousands of pounds  186 
M2 Yes, the drum kit he brought in it was just you know, like – our kids didn’t need a thousand 187 
pound drum kit you know? and he wasn’t on their level, he didn’t… 188 
M3 Geography lesson 189 
M2 It wasn’t a geography lesson, it was when we went on a residential  190 
M1 Oh yeah 191 
M2 he was taking them up the hill and stopping to look at all these rocks and the kids just wanted to 192 
go for a walk 193 
M7 I’ve had a trainee who was only interested in themselves so I just felt that they’d come in and 194 
they were bothered about their grades and about how the lesson went but you need to be bothered 195 
about the kids, that needs to be number one and I know it’s hard because it is about them and it is 196 
their career but when they come in they need to want to make a difference to the children because 197 
that’s why you’re in the job long term so.. 198 
M4 That would happen if they were doing that for the children because what they’d be doing for the 199 
children would be right. 200 
M7 Yeah 201 
M3 It’s like a self-fulfilling prophecy  202 
M1 I’ve had someone whose confidence and self-esteem hasn’t been there, subject knowledge and 203 
everything like that, like the layout of the lesson has been there and the progression that they’ve 204 
wanted to make for the children but that self esteem and confidence has been so low that it’s been 205 
hard to make the other things positive, even though it’s all there 206 
R1 Yeah, ok, so if you had those, sorry M6 – were you wanting to say something? 207 
M6 Yeah, I had a challenge with a student who wasn’t a 100% sure [about going into teaching] then 208 
whatever advice you gave you were kind of …. 209 
M2 Yep, we’ve had students who don’t seem to understand the job you know – it must be an easy 210 
ride and then you know – you get all these holidays, it’s amazing and then they haven’t quite 211 
understood when 9 is and when 3 is because they’re not when everyone else thinks they are! 212 
M1 And the other things that come outside of the lessons, teaching isn’t just… 213 
M4 I had a student basically who thought she could buy it and she had no passion for the children 214 
or… 215 
R1 That’s what M7 was saying about really wanting to make a difference and that’s want you’re in 216 
the job for so… in terms of dealing with those challenges, M3 - in your challenge you mentioned 217 
getting in touch with the university… I’m guessing that was in order to deal with it? 218 
M3 Yes 219 
R1 tell us a little bit about that 220 
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M3 Well, we contacted the university and spoke to his tutors and they didn’t understand that what 221 
we were saying was right - we tried moving him into different classrooms, putting him into a 222 
different key stage, in the end he just came with me, not because of the fault of any of the other 223 
teachers but because I knew what the university was saying and they weren’t going to fail him under 224 
any circumstances so we just had to get him through, he did actually get on better with males than 225 
he did females which was strange thing so he wouldn’t speak back to me , he would say ‘yeah, yeah 226 
– that’s a great thing to  do’ whereas I don’t think he would have ever said to the teachers in the 227 
other classrooms 228 
M2 He wasn’t particularly rude to me but he er didn’t really listen to any advice  229 
M1 Do you know if he got a job? 230 
M3 Yes, he did, he’s still teaching 231 
M1 Wowsa 232 
M4 I mean in the past we (M4 & SM) we’ve had conversations where we’ve had to arrange extra 233 
visits, put in a support plan during the placement  234 
M1 Yes and people talk to me and then I pass it on to you [SM] and sometimes someone’ll know to 235 
go straight to you [SM] but then sometimes I could step in and we could work together  236 
M5 It has been helpful on this placement to just contact you straightaway and then it can nip things 237 
in the bud a bit quicker and get support plans and different things  238 
M4 Also – just in case it’s like a mismatch of teacher and mentee make sure that the year group 239 
partner has done a crossover observation as well just to make sure  240 
M7 I think it’s good that we’ve known you as long as we have 241 
M3 Yes, the relationship with the university is important isn’t it for the student and for the mentors  242 
R1 M6 is there anything in particular that you did to deal with your particular challenge? 243 
M6 Invested an awful of of time  244 
M1 You did, you did 245 
M6 Erm  246 
M2 You gave her a lot of advice and were sending her allsorts of things 247 
M6 basically it was time … alot of extra time  248 
M2 he’s good 249 
M1 that’s the thing as well - she was emailing you and messaging you well out of school hours 250 
M6 Mmm, yep, yeah 251 
M1 The sort of person where you don’t get back and when it’s a person when you don’t back that 252 
person would have left a long time before they did 253 
M6 Yeah, yeah  254 
R1 Yep, they would wouldn’t they? Are there any of those aspects then of the mentoring process 255 
which have unsettled you? 256 
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M4 When they don’t act on advice, when you know that in something like literacy or numeracy that 257 
this set of children would have got this if they’ve done the lesson like you’d planned it and they’ve 258 
written it down on their plan, like you said M6, but they still go ahead and do what they wanted to 259 
do and then you observe them and they haven’t taken one bit on board that that you’ve asked them 260 
to do and they end up wondering why they haven’t got 1s and 2s and you have to go back through 261 
the same thing that you’ve started with  262 
M3 But then usually comes to a head because the university’s on side whereas the other case we 263 
had we didn’t get support from the university so that was a little bit unsettling and thinking right this 264 
is us on our own here and we can’t get rid of him so we’re just going to have to sort of like coach him 265 
and channel him through it 266 
M2 So yes – when he was in my class it brought out a side of mentoring that I didn’t enjoy so I had to 267 
be really firm, really blunt and it wasn’t fun erm, it was really difficult to try and deal with him the 268 
way he was and then because once they said they wouldn’t fail him M3 just took over  269 
M1 I think sometimes when it gets like emotional as well and when they bring in personal things 270 
from home because we all know as teachers and friends that things are happening at home and you 271 
can deal with it but as soon as you come in to work, or in the classroom, that personal side’s got to 272 
go and I think when you’re with a student and you’re giving them bad feedback or etc and then they 273 
bring in something personal you’re like er oh no or they start crying and you’re like oh crap 274 
M4 I found it difficult when we had a student, when we had a visit from the ex-prime minister, 275 
decided to tell the ex-prime minister that she had been ‘put outside in the Early Years because she 276 
was a student so that she’d be out of the way when the ex prime minister came’ and that it ‘was 277 
because she was a lesbian’, so things like that I found really difficult so when she said things like ‘oh 278 
it’s because I’m a lesbian’ when she’d had a bad lesson I mean what do you say to that? No, if you 279 
were heterosexual I wouldn’t like it either! 280 
R1 So if we’re thinking of that as being unsettling then did you feel that you weren’t able to be 281 
honest with her in case she said that? 282 
M1 Yes and because we work in pairs then there’s always someone to support you or to back you up 283 
M4 Yes, after that I didn’t do a single observation or feedback on my own and then you [SM] came in 284 
and did joint observations as well 285 
M1 Yes, and when we had to speak to the last one when you [SM] came in and at least 2 or 3 of us 286 
were there 287 
M7 Because I think words could have been twisted  288 
M4 Yes, exactly, twisted words – that’s what you worry about  289 
M6 Yes, this person would change things that I’d said, also the boundaries of expectations when 290 
you’ve had the afternoon to talk about things [referring back to what M1 had said about contact 291 
being made well out of school hours] 292 
M1 I’d hate ringing anyway – I’d hate to speak with a stranger  293 
R1 Ok, so if we just… we’ve probably covered those three aspects in that one in term so thinking 294 
about how we’ve dealt with things and what was unsettling what do you feel providers do currently 295 
that does help to prepare you for the mentoring process? 296 
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M1 We had a meeting for this one didn’t we? 297 
M5 yes, mentor training  298 
M2 A meeting where they laid out all the expectations and, you know, a guide with the dates of 299 
what needs to be done, you know, what we need to be doing 300 
M4 I used to like the cluster meetings where everyone got together who were going to have 301 
students 302 
M5 and we did observations 303 
M4 yes, and we got the handbook rather than just getting it electronically becuase I’m still a bit of a 304 
paper person, I’ll like to mark it up on there and stuff. And to know we were going to go there and 305 
moderate, I mean we’re lucky because we have so many students we moderate in house quite 306 
regularly anyway but in the past when one of us had them one at a time it was quite limiting in that 307 
way  308 
R1 and so once the placement has started what is it that providers do that you feel is helpful while 309 
you’re in the process of it? 310 
M3 Well, you’re in school quite regularly  - it’s good to know that you’re just on the end of the 311 
phone or just chat a problem through and it gets sorted out quicker  312 
R1 Is there anything else that you can think of that providers could do beforehand or during the 313 
process which would help you more? 314 
M1 I think an example of what observing a lesson looks like because I know when we get observed in 315 
our jobs it’s different because we’re at different stages in our career maybe what you would write 316 
for a lesson  317 
M4 for a Y1, Y2 and Y3…? 318 
M1 Kind of yeah and where they are because really they’re right at the very beginning and you can’t 319 
really compare that to what we do  320 
M3 Do you mean like a bank of lesson plans or something? So you can see how they’d plan? 321 
M1 No, no observation sheets - yeah like a bank of… because sometimes you feel like you’re 322 
repeating yourself  323 
M4 Well you do because you just look at the standards don’t you? 324 
M1 true, ah so 325 
R1 So, more about the actual writing of the observations? 326 
M1 or maybe just one at the beginning, like a good one and a bad one and how you word the bad 327 
one  328 
R1 Ok – I was thinking you meant an example of a good observation and then one which wasn’t up 329 
to standard do you know what I mean? 330 
M3/M1 No no  331 
M7 I think it would be quite nice to know what they’ve been learning about at university  332 
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M1 Like their timetable 333 
M7 Yes, like what lectures they’ve had, have they had safeguarding, things on assessment just be 334 
nice to have a little overview of what they’ve been told 335 
M1 Because we could fill the gaps  336 
M5 Yes, on the phonics side of things – what have they been told at university relating to phonics 337 
and the teaching of maths would be helpful because the emails I receive from students later on 338 
asking me to sign things regarding the phonics and early maths 339 
M4 I think when you definitely know who’s going to come on placement I think a copy of their last 340 
placement report before they get here so we’ve got time to think before their first meeting with us  341 
M1 We’ve had a couple who’ve like modified their targets  342 
R1 From their previous placement to this one? 343 
M1 Yeah 344 
R1 At times we would say that they can do that because sometimes they have on their report 345 
something, and I find this sometimes with something like behaviour management, if they’ve come 346 
from somewhere with a very particular behaviour management style and that teacher might think 347 
their behaviour management skills aren’t up to par because for example, they don’t have their 348 
children working in silence, we say to them when you get to your next school this target might not 349 
be as appropriate because they’re quite happy for their children to talk whilst they work? 350 
M1 Yeah 351 
R1 Anything else you can think of during placement which would be helpful? 352 
M4 one thing I’m not as good at with them is their file, policies and all the information that they 353 
need  - I know they come with their contents list but trying to get it out of them is like drawing teeth 354 
so just to have that so we know what’s expected, if they’re a good teacher they can’t be a good 355 
teacher without a good file 356 
R1 Now I guess that was something that when we used to have the parity meetings you’d go with 357 
your students’ files and you’d be able to cross-moderate 358 
M4 parity meetings were good 359 
R1 Ultimately we moved on from those because attendance was poor 360 
M7 I think sometimes they were quite time consuming after you’d been in school all day and then 361 
going to a meeting at 4 o clock , if we could do it in a group like this… 362 
M1 Yeah, they were like half 4 to half 6 weren’t they 363 
M4 We could it in house or across Blyth  364 
M2 I was thinking about meeting the students – they brought all the students in and the students 365 
came across and introduced themselves before they came in  366 
M1 There are a lot more students on a PGCE though than a SCITT? 367 
R1 Yeah, we’ve got 90 this year 368 
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M2 That wold take a while to get through [laughter] 369 
R1 Ok, anything else you would just like to think about or mention before we finish about 370 
experiences that you’ve had ? 371 
M4 Something I’ve found difficult, which I’ve just remembered, is when we had a paired placement 372 
and one was good and one wasn’t 373 
M1 yeah  374 
M4 I found that really difficult because one person was taking everything on board and doing 375 
everything that should have been shared as it was supposed to be and this person didn’t even take 376 
advantage of this person but just kept ‘thinking’ so it wasn’t just the mentor they weren’t listening 377 
to advice from but it was their own paired partner and they didn’t like it, they felt really 378 
uncomfortable with it  379 
M1 I think though ‘sharing is caring’ and there’s no point in being a teacher to reinvent the wheel  380 
M7 Yeah, it’s not a competition 381 
M1 I do find a paired placement a difficult one though 382 
M3 I used to like them because they bounced off each other  383 
M7 If they’re paired with another student they do want to be better than the other 384 
M2 A bit of healthy competition is good  385 
M1 But I wouldn’t come in and do worksheets and lesson objectives and not do M7 any? It’s just 386 
little things like that… yes – you could make your lessons different rather than doing the same  387 
M2 But if you’ve got one who’s weaker than the other you do find one ends up doing everything and 388 
the other one… 389 
M1 And then you’d never give them a job would you? 390 
R1 So how did you deal with that? 391 
M6 Well, the weaker one gets the support and sometimes the other one gets left and you think you 392 
haven’t supported them as well as you could have done  393 
M2 We have split a couple of final placements, across a year so that they’ve been getting the same 394 
teaching experience  395 
M6 I wonder whether when they’re in a pair if they’re really getting that experience of being a 396 
teacher? 397 
M7 I think it’s difficult to get the time for them to observe us , on a paired placement they spend a 398 
alot of time observing each other which is sometimes not good practice  399 
M1 I think in a paired placement it might be good to do a week on a week off with literacy and 400 
numeracy so one would do literacy one week and the other would do numeracy and then swap the 401 
week after. Because they all try and get in as much as possible but it’d be better to focus on that 402 
progression in a subject? 403 
M2 Yeah, we did that couple of years ago in a paired placement 404 
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M1 yeah, and then split the foundation subjects and then they can leave the classroom, they don’t 405 
have to watch the other one 406 
R1 Then they can use that time for instance to go and observe some phonics or get into EY 407 
M7 We talk about them giving feedback but at first they don’t have the skill to give that feedback  408 
M1 and they go the negative straightaway don’t they? 409 
R1 Anything else you can think of… M1? 410 
M1 They’ve been really good this time at filling out the Weekly Reviews because I hate it when they 411 
come and they don’t know what to say. 412 
R1 M2, anything else you can think of? 413 
M2 No, I don’t think so 414 
R1 M3? 415 
M3 Just make sure you don’t make those first impressions, let them have a week to settle in, 416 
sometimes they can be really nervous and come out with things, says things 417 
M2 or they can be really arrogant and cocky and they end up not being  418 
M3 or the other way, you can think ‘’oh this one’s a bit older, they might be stuck in their ways’ but 419 
they end up being the best  420 
M4? 421 
M4 Nope, all talked out! 422 
R1 M5? 423 
M5 I just think this past couple of years has been better because of the relationship we’ve built up 424 
with the university is different and made a difference to everyone’s placement really and it’s helped 425 
us as teachers a lot, it’s been really beneficial  426 
R1 M6? 427 
M6 No 428 
R1 M7? 429 
M7 No 430 




Appendix 7: Coded School A (SA) Mentor Data 1 
 2 
 3 
R1 As a little ice breaker, can we just make sure we can see one of these [selection of images of 4 
mentors taken from films – see attached] and if you could choose a mentor, or choose to be a 5 
mentor, from these people, who would you have? 6 
M7 My Miyagi 7 
R1 M7? 8 
M7 Mr Miyagi - he’s got patience and they do it alongside each other, rather than just being told 9 
what to do they’re doing it together and I think there’s a lot of practise involved 10 
M1 He’s got a lot of skill aswell hasn’t he? He knows a lot… so you’d be confident in having him as 11 
your mentor 12 
M3 You see I’d pick Dumbledore for the same reason but because he’s also not afraid to let you 13 
drown a little bit but you can learn, because he let Harry go a little bit before he pulled him back in 14 
M1 Yeah… Mr Miyagi let Karate Kid break his leg [laughter] 15 
M3 Yeah, ok – well then… for the same reasons! 16 
M2 A good mentor lets you take risks but is there on the sideline 17 
Jl  & M1 – Mmm, yeah 18 
R1 – Anything else? 19 
M1 – I like Miss Honey but Matilda’s more of the mentor than she is I think, Matilda’s mentored her, 20 
she’d built her confidence 21 
Jl Mmhum 22 
M4 – I like James Bond because once she dies ….. she really is the boss and he knows that but the 23 
line they have, he often crosses it but he’s respectful in crossing the line 24 
R1 – So, if we move on from that… Why would you choose to mentor students, why do you mentor 25 
students? 26 
M2 Because you remember your own good or bad experiences of being mentored 27 
M3 Because you feel like you’ve got things that you can show them – little tricks that they can use, 28 
when you see them struggling away, day after day, you sometimes think well… actually I could help 29 
you here a little bit with this 30 
M1 And they’re fresh so a lot of their ideas you can take as well, do you know what I mean so… if 31 
you’ve been teaching angles for 6, 7, 8 years and you’ve done the same thing year after year, they 32 
can bring a fresh… 33 
M3 It does work both ways 34 
M1 Yes, it does  35 
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M3 Especially when the new curriculum came out, they were coming in with fresh ideas and you 36 
thought – this is the way we should do it now 37 
R1 What have you learned from your experiences of being mentors yourselves would you say? 38 
M5 I’d say I’ve got a lot of patience 39 
M3 Currently 40 
M5 Yeah and learned to just take each day as it comes, step by step, feeding little chunks of 41 
information and then hopefully it’ll build up to become the full package at the end  42 
M2 There’s maybe a risk of getting a student and thinking that you’ll get some time off or that it’s an 43 
easier ride for a few months when they do the work but actually being the mentor is often the 44 
opposite, it’s a different role but it’s not an easier option. 45 
M3 My favourite thing about being a mentor is being at the back of the class and seeing how the 46 
class behave rather than at the front because you get a totally different perspective on the class and 47 
I think it’s much better to see behaviour because otherwise you sort of get focussed on a naughty 48 
child and pick on him and that usually means you forget about the other kids or whatever 49 
M1 I like seeing students, or whoever you’re mentoring, get relationships with the children you don’t 50 
have that relationship with, like ***** now – she has relationships with some of the children in my 51 
class that I don’t have those relationships with, maybe because their personalities are similar or … 52 
and it’s nice to see how that works out as well 53 
M7 I think it’s nice to see their progress, it’s just like when you’ve got children in your class and 54 
you’re measuring the progress, how they come into school, how the students come into school, and 55 
how they leave the placement… and they do make a lot of progress. It’s quite a confidence boost for 56 
us as well, when they’re watching you teach and they say ‘oh, I love how you did that’  57 
M1 And then when ****** come in and your marks are similar 58 
M5 You think you might be being harsh 59 
M1 Yeah, and they’re similar, you know you’re on the same page  60 
M4 And having the wide range that we’ve had in Early Years and you know which strategies to use , 61 
with the trainees themselves because you know, for example, one person just didn’t listen to any 62 
advice so it had to be ‘well – it’s this way or you’re out’ type of thing but then you’ve got other 63 
people who are like little sponges, who soak up the ideas without you even saying ‘try this’, by the 64 
next lesson they’re trying out what they’ve seen you doing, making sure you’re aware of their 65 
learning styles as well and how they take things and what their next steps are, as well as the 66 
children’s  67 
M7 I always feel that we want them to do their best so I don’t want anyone to fail that’s coming in, 68 
unless their lesson is bad and then I will, but I feel that I want to help them to get better  69 
R1 Moving on from what M4 said there about erm, you know, over time you build up this bank of 70 
strategies to help different people. Do you think there’s an optimal time in your own career to be a 71 
mentor? 72 
M7 I think you’ve got to be teaching a while 73 
M3 Not early on 74 
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M7 No 75 
M3 But then after that I don’t see that … I think that even if you’ve been teaching a long time…  76 
M2 I think… I was also going to throw in a devil’s advocate… when you’re fresh to teaching and 77 
you’ve just been through the experience you’re aware… you have to be a strong teacher… you can’t 78 
be just be scraped through the experience… but you know with years of qualifying you remember 79 
what it was like but you’ve learned enough to… 80 
R1 Actually, that goes back to something somebody said before about you know, giving you 81 
confidence, as a recently qualified teacher, potentially ,it make you realise how much you know 82 
when you’re mentoring 83 
M4 I think that’s true but ‘devil’s advocate back at you’ I think you need a certain length of time in 84 
the profession to have developed coaching and mentoring strategies … wonderful teaching but the 85 
whole pastoral care and things like that, things like the NPQICL and experience of coaching and 86 
mentoring strategies that can be taken through the rest of their career  87 
M1 And I had a student after my NQT year 88 
M7 But you’re different [laughter] 89 
M1 But that was a little bit tricky because she was older and I find sometimes the age gap between 90 
and especially a male, an older male, you find it harder when you have a young female 91 
M2 We have had that before 92 
M1 Yeah, a few times 93 
M2 Yeah, I think a newly qualified, well not a new newly qualified but a young, relatively 94 
experienced teacher can be a mentor depending on their experience and who they are - also 95 
depending on the student, so we’ve had students who’ve basically said ‘what right do they have to 96 
teach me’ when they’ve just passed themselves 97 
M1 Those exact words 98 
M2 Practically, yes  99 
M7 I think it’s important to be able to give feedback  100 
M1 Definitely 101 
M7 We’re all kind of management and so we know how to do that and we’ve been doing it for staff 102 
for years, I think that just makes it easier 103 
M1 And it is going back to that thing of who you had as a mentor yourself because I had these two 104 
[referring to colleagues at the table] so it’s like you learn from them and then it was easy, well not 105 
easy, but it was nice to see what… and then I could take it on and there are some teachers currently 106 
who had awful mentors and I don’t understand that… you’re all training to do the same job? 107 
M7 It’s like a power thing sometimes [hoover starts!] 108 
M1 I know [& general agreement from around the table] 109 
M7 Some mentors er want to be nasty to you  110 
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R1 Well that’s kind of what M2 was saying about building on your own experience… [M6 Jones 111 
joined the group] M6 – if I can just pass you this consent form to explicitly say that you’re happy to 112 
be recorded in our mentoring conversation  113 
M4 I think as well for my experience of when I was going through university I had a mentor who was 114 
at the very end of her career and like, you know, within 2 years of retirement and because she had 115 
seen the cycle of the literacy strategy, the numeracy strategy, no curriculum at all, and the cycles of 116 
time they sometimes put you off by saying what do you want to go into teaching for?’ And like if you 117 
get it too late you have to be careful not to put them off because it’s hard enough to recruit in the 118 
first place. 119 
M2 Yeah, I had a mentor who was leaving at the end of that year and it was really obvious that they 120 
just didn’t want to be there, they weren’t dealing with any of the issues in the school, it wasn’t their 121 
problem anymore, that made it really hard, really hard 122 
M7 And then it’s a really bad experience for students, that you’re just setting them off on their 123 
career in the wrong frame of mind 124 
M2 Yeah, if it had been my first year placement I wouldn’t have done it, because it was my final one 125 
and I’d had 3 good ones I knew that was not was teaching was  but if you’re doing a PGCE and you 126 
get that one teacher then that’s it isn’t it? 127 
R1 So if you think on some programmes, maybe like a School Direct programme where you really 128 
have one main placement, you do go on a short placement elsewhere, but that is your mentor so… if 129 
you can pick out what you think is the most important thing that a mentor does? 130 
M3 Support  131 
R1 So – yeah, let’s each have a word so…. Support?  132 
? Guidance [not sure who said this] 133 
R1 – by the time we get round it’ll be interesting! So… support, guidance… M4? It can be the same 134 
word?  135 
? Shall we just all say support? Support, support, support [not sure who said this first - general 136 
agreement around the table] 137 
M7 can I say Model 138 
M1 Inspire 139 
M7 Yes 140 
M3 That’s a good word  141 
? Challenge [not sure who said this] 142 
M2 Rescue 143 
M1 Someone who’s going to instil passion as well because it’s a job where you need that passion 144 
isn’t it? 145 
M5 I also think it’s important to be approachable to the students as well 146 
M4 Motivate them  147 
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M3 Mmhum 148 
M1 Be tough at times, you’ve got to be tough 149 
R1 Yes, you need that at times don’t you? …it’s hard not to join in… really hard not to join in! 150 
M4 Trust… you’re just giving them your class really and you’re trusting that the er university have 151 
sent you someone reliable, sensible, worthy of your class and then you’re handing them over aren’t 152 
you, with the support in place? 153 
M1 And the other way – they’ve got to trust you as well because it is just sometimes 9 months that 154 
they’re training for isn’t it? You’ve got to give them everything  155 
Sm Yes, in that relatively short time 156 
M1 Yeah  157 
R1 So, when your mentee… if you kind of think of the first day when your mentee arrives in your 158 
classroom, what are the things that you are looking for, that you are hoping for in your mentee? 159 
M6 initiative [agreement around the table] 160 
M3 That’s exactly what I was going to say  161 
M1 That’s been lacking recently  162 
M7 Yeah, yeah 163 
M4 I haven’t had initiative in my students in the past few years but I’ve had initiative this time  164 
M2 Genuine interest and care in the children, someone who seems to really want to be there and to 165 
get to know the kids  and isn’t doing it to ‘pass the course’ 166 
M3 Yep, it’s more like a job – they can just be here for 6 weeks, get in amongst it straightaway 167 
M5 yes, a vocation  168 
M3 You can tell straightaway, pretty much  169 
R1 Ok, and if you think of some of the challenges that you’ve faced as a mentor, in the mentoring 170 
process, could you share any of those challenges?  171 
M1 Come on M6! 172 
R1 You don’t have to name the students but you can share the challenges 173 
M3 We’ve talked before about certain students who thought they were above, like the mentors, so 174 
we had one chap, from ***** University, who, every time somebody gave him some advice to try 175 
and move him on, to be fair – especially if it was woman, he just didn’t listen to anything  so then we 176 
ended up having arguments with the university  and it didn’t turn out very nicely in the end because, 177 
because of his attitude  178 
M7 Yep 179 
M2 And he… he didn’t get, he didn’t get out kids? He was, you know, bringing in really expensive 180 
kinds of things and saying ‘you know, if you work really hard you can have these things as well’ it 181 
was, it was er, not trying to belittle our kids, but they weren’t things they’d aspire to, does that 182 
sound wrong?  183 
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M1 No, no 184 
M3 He was talking about things like that were out of their scope 185 
M1 yeah, like his drum kit was like thousands of pounds  186 
M2 Yes, the drum kit he brought in it was just you know, like – our kids didn’t need a thousand 187 
pound drum kit you know? and he wasn’t on their level, he didn’t… 188 
M3 Geography lesson 189 
M2 It wasn’t a geography lesson, it was when we went on a residential  190 
M1 Oh yeah 191 
M2 he was taking them up the hill and stopping to look at all these rocks and the kids just wanted to 192 
go for a walk 193 
M7 I’ve had a trainee who was only interested in themselves so I just felt that they’d come in and 194 
they were bothered about their grades and about how the lesson went but you need to be bothered 195 
about the kids, that needs to be number one and I know it’s hard because it is about them and it is 196 
their career but when they come in they need to want to make a difference to the children because 197 
that’s why you’re in the job long term so.. 198 
M4 That would happen if they were doing that for the children because what they’d be doing for the 199 
children would be right. 200 
M7 Yeah 201 
M3 It’s like a self-fulfilling prophecy  202 
M1 I’ve had someone whose confidence and self-esteem hasn’t been there, subject knowledge and 203 
everything like that, like the layout of the lesson has been there and the progression that they’ve 204 
wanted to make for the children but that self esteem and confidence has been so low that it’s been 205 
hard to make the other things positive, even though it’s all there 206 
R1 Yeah, ok, so if you had those, sorry M6 – were you wanting to say something? 207 
M6 Yeah, I had a challenge with a student who wasn’t a 100% sure [about going into teaching] then 208 
whatever advice you gave you were kind of …. 209 
M2 Yep, we’ve had students who don’t seem to understand the job you know – it must be an easy 210 
ride and then you know – you get all these holidays, it’s amazing and then they haven’t quite 211 
understood when 9 is and when 3 is because they’re not when everyone else thinks they are! 212 
M1 And the other things that come outside of the lessons, teaching isn’t just… 213 
M4 I had a student basically who thought she could buy it and she had no passion for the children 214 
or… 215 
R1 That’s what M7 was saying about really wanting to make a difference and that’s want you’re in 216 
the job for so… in terms of dealing with those challenges, M3 - in your challenge you mentioned 217 
getting in touch with the university… I’m guessing that was in order to deal with it? 218 
M3 Yes 219 
R1 tell us a little bit about that 220 
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M3 Well, we contacted the university and spoke to his tutors and they didn’t understand that what 221 
we were saying was right - we tried moving him into different classrooms, putting him into a 222 
different key stage, in the end he just came with me, not because of the fault of any of the other 223 
teachers but because I knew what the university was saying and they weren’t going to fail him under 224 
any circumstances so we just had to get him through, he did actually get on better with males than 225 
he did females which was strange thing so he wouldn’t speak back to me , he would say ‘yeah, yeah 226 
– that’s a great thing to  do’ whereas I don’t think he would have ever said to the teachers in the 227 
other classrooms 228 
M2 He wasn’t particularly rude to me but he er didn’t really listen to any advice  229 
M1 Do you know if he got a job? 230 
M3 Yes, he did, he’s still teaching 231 
M1 Wowsa 232 
M4 I mean in the past we (M4 & R1) we’ve had conversations where we’ve had to arrange extra 233 
visits, put in a support plan during the placement  234 
M1 Yes and people talk to me and then I pass it on to you [R1] and sometimes someone’ll know to 235 
go straight to you [R1] but then sometimes I could step in and we could work together  236 
M5 It has been helpful on this placement to just contact you straightaway and then it can nip things 237 
in the bud a bit quicker and get support plans and different things  238 
M4 Also – just in case it’s like a mismatch of teacher and mentee make sure that the year group 239 
partner has done a crossover observation as well just to make sure  240 
M7 I think it’s good that we’ve known you as long as we have 241 
M3 Yes, the relationship with the university is important isn’t it for the student and for the mentors  242 
R1 M6 is there anything in particular that you did to deal with your particular challenge? 243 
M6 Invested an awful of of time  244 
M1 You did, you did 245 
M6 Erm  246 
M2 You gave her a lot of advice and were sending her allsorts of things 247 
M6 basically it was time … alot of extra time  248 
M2 he’s good 249 
M1 that’s the thing as well - she was emailing you and messaging you well out of school hours 250 
M6 Mmm, yep, yeah 251 
M1 The sort of person where you don’t get back and when it’s a person when you don’t back that 252 
person would have left a long time before they did 253 
M6 Yeah, yeah  254 
R1 Yep, they would wouldn’t they? Are there any of those aspects then of the mentoring process 255 
which have unsettled you? 256 
405 
 
M4 When they don’t act on advice, when you know that in something like literacy or numeracy that 257 
this set of children would have got this if they’ve done the lesson like you’d planned it and they’ve 258 
written it down on their plan, like you said M6, but they still go ahead and do what they wanted to 259 
do and then you observe them and they haven’t taken one bit on board that that you’ve asked them 260 
to do and they end up wondering why they haven’t got 1s and 2s and you have to go back through 261 
the same thing that you’ve started with  262 
M3 But then usually comes to a head because the university’s on side whereas the other case we 263 
had we didn’t get support from the university so that a little bit unsettling and thinking right this is 264 
us on our own here and we can’t get rid of him so we’re just going to have to sort of like coach him 265 
and channel him through it 266 
M2 So yes – when he was in my class it brought out a side of mentoring that I didn’t enjoy so I had to 267 
be really firm, really blunt and it wasn’t fun erm, it was really difficult to try and deal with him the 268 
way he was and then because once they said they wouldn’t fail him M3 just took over  269 
M1 I think sometimes when it gets like emotional as well and when they bring in personal things 270 
from home because we all know as teachers and friends that things are happening at home and you 271 
can deal with it but as soon as you come in to work, or in the classroom, that personal side’s got to 272 
go and I think when you’re with a student and you’re giving them bad feedback or etc and then they 273 
bring in something personal you’re like er oh no or they start crying and you’re like oh crap 274 
M1 I found it difficult when we had a student, when we had a visit from the ex-prime minister, 275 
decided to tell the ex-prime minister that she had been ‘put outside in the Early Years because she 276 
was a student so that she’d be out of the way when the ex prime minister came’ and that it ‘was 277 
because she was a lesbian’, so things like that I found really difficult so when she said things like ‘oh 278 
it’s because I’m a lesbian’ when she’d had a bad lesson I mean what do you say to that? No, if you 279 
were heterosexual I wouldn’t like it either! 280 
R1 So if we’re thinking of that as being unsettling then did you feel that you weren’t able to be 281 
honest with her in case she said that? 282 
M1 Yes and because we work in pairs then there’s always someone to support you or to back you up 283 
M4 Yes, after that I didn’t do a single observation or feedback on my own and then you [R1] came in 284 
and did joint observations as well 285 
M1 Yes, and when we had to speak to the last one when ***** came in and at least 2 or 3 of us 286 
were there 287 
M7 Because I think words could have been twisted  288 
M4 Yes, exactly, twisted words – that’s what you worry about  289 
M6 Yes, this person would change things that I’d said, also the boundaries of expectations when 290 
you’ve had the afternoon to talk about things [referring back to what M1 had said about contact 291 
being made well out of school hours] 292 
M1 I’d hate ringing anyway – I’d hate to speak with a stranger  293 
R1 Ok, so if we just… we’ve probably covered those three aspects in that one in term so thinking 294 
about how we’ve dealt with things and what was unsettling what do you feel providers do currently 295 
that does help to prepare you for the mentoring process? 296 
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M1 We had a meeting for this one didn’t we? 297 
M5 yes, mentor training  298 
M2 A meeting where they laid out all the expectations and, you know, a guide with the dates of 299 
what needs to be done, you know, what we need to be doing 300 
M4 I used to like the cluster meetings where everyone got together who were going to have 301 
students 302 
M5 and we did observations 303 
M4 yes, and we got the handbook rather than just getting it electronically becuase I’m still a bit of a 304 
paper person, I’ll like to mark it up on there and stuff. And to know we were going to go there and 305 
moderate, I mean we’re lucky because we have so many students we moderate in house quite 306 
regularly anyway but in the past when one of us had them one at a time it was quite limiting in that 307 
way  308 
R1 and so once the placement has started what is it that providers do that you feel is helpful while 309 
you’re in the process of it? 310 
M3 Well, you’re in school quite regularly  - it’s good to know that you’re just on the end of the 311 
phone or just chat a problem through and it gets sorted out quicker  312 
R1 Is there anything else that you can think of that providers could do beforehand or during the 313 
process which would help you more? 314 
M1 I think an example of what observing a lesson looks like because I know when we get observed in 315 
our jobs it’s different because we’re at different stages in our career maybe what you would write 316 
for a lesson  317 
M4 for a Y1, Y2 and Y3…? 318 
M1 Kind of yeah and where they are because really they’re right at the very beginning and you can’t 319 
really compare that to what we do  320 
M3 Do you mean like a bank of lesson plans or something? So you can see how they’d plan? 321 
M1 No, no observation sheets - yeah like a bank of… because sometimes you feel like you’re 322 
repeating yourself  323 
M4 Well you do because you just look at the standards don’t you? 324 
M1 true, ah so 325 
R1 So, more about the actual writing of the observations? 326 
M1 or maybe just one at the beginning, like a good one and a bad one and how you word the bad 327 
one  328 
R1 Ok – I was thinking you meant an example of a good observation and then one which wasn’t up 329 
to standard do you know what I mean? 330 
M3/M1 No no  331 
M7 I think it would be quite nice to know what they’ve been learning about at university  332 
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M1 Like their timetable 333 
M7 Yes, like what lectures they’ve had, have they had safeguarding, things on assessment just be 334 
nice to have a little overview of what they’ve been told 335 
M1 Because we could fill the gaps  336 
M5 Yes, on the phonics side of things – what have they been told at university relating to phonics 337 
and the teaching of maths would be helpful because the emails I receive from students later on 338 
asking me to sign things regarding the phonics and early maths 339 
M4 I think when you definitely know who’s going to come on placement I think a copy of their last 340 
placement report before they get here so we’ve got time to think before their first meeting with us  341 
M1 We’ve had a couple who’ve like modified their targets  342 
Sm From their previous placement to this one? 343 
M1 Yeah 344 
R1 At times we would say that they can do that because sometimes they have on their report 345 
something, and I find this sometimes with something like behaviour management, if they’ve come 346 
from somewhere with a very particular behaviour management style and that teacher might think 347 
their behaviour management skills aren’t up to par because for example, they don’t have their 348 
children working in silence, we say to them when you get to your next school this target might not 349 
be as appropriate because they’re quite happy for their children to talk whilst they work? 350 
M1 Yeah 351 
R1 Anything else you can think of during placement which would be helpful? 352 
M4 one thing I’m not as good at with them is their file, policies and all the information that they 353 
need  - I know they come with their contents list but trying to get it out of them is like drawing teeth 354 
so just to have that so we know what’s expected, if they’re a good teacher they can’t be a good 355 
teacher without a good file 356 
R1 Now I guess that was something that when we used to have the parity meetings you’d go with 357 
your students’ files and you’d be able to cross-moderate 358 
M4 parity meetings were good 359 
R1 Ultimately we moved on from those because attendance was poor 360 
M7 I think sometimes they were quite time consuming after you’d been in school all day and then 361 
going to a meeting at 4 o clock , if we could do it in a group like this… 362 
M1 Yeah, they were like half 4 to half 6 weren’t they 363 
M4 We could it in house or across Blyth  364 
M2 I was thinking about meeting the students – they brought all the students in and the students 365 
came across and introduced themselves before they came in  366 
M1 There are a lot more students on a PGCE though than a SCITT? 367 
R1 Yeah, we’ve got 90 this year 368 
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M2 That wold take a while to get through [laughter] 369 
R1 Ok, anything else you would just like to think about or mention before we finish about 370 
experiences that you’ve had ? 371 
M4 Something I’ve found difficult, which I’ve just remembered, is when we had a paired placement 372 
and one was good and one wasn’t 373 
M1 yeah  374 
M4 I found that really difficult because one person was taking everything on board and doing 375 
everything that should have been shared as it was supposed to be and this person didn’t even take 376 
advantage of this person but just kept ‘thinking’ so it wasn’t just the mentor they weren’t listening 377 
to advice from but it was their own paired partner and they didn’t like it, they felt really 378 
uncomfortable with it  379 
M1 I think though ‘sharing is caring’ and there’s no point in being a teacher to reinvent the wheel  380 
M7 Yeah, it’s not a competition 381 
M1 I do find a paired placement a difficult one though 382 
M3 I used to like them because they bounced off each other  383 
M7 If they’re paired with another student they do want to be better than the other 384 
M2 A bit of healthy competition is good  385 
M1 But I wouldn’t come in and do worksheets and lesson objectives and not do M7 any? It’s just 386 
little things like that… yes – you could make your lessons different rather than doing the same  387 
M2 But if you’ve got one who’s weaker than the other you do find one ends up doing everything and 388 
the other one… 389 
M1 And then you’d never give them a job would you? 390 
R1 So how did you deal with that? 391 
M6 Well, the weaker one gets the support and sometimes the other one gets left and you think you 392 
haven’t supported them as well as you could have done  393 
M2 We have split a couple of final placements, across a year so that they’ve been getting the same 394 
teaching experience  395 
M6 I wonder whether when they’re in a pair if they’re really getting that experience of being a 396 
teacher? 397 
M7 I think it’s difficult to get the time for them to observe us , on a paired placement they spend a 398 
alot of time observing each other which is sometimes not good practice  399 
M1 I think in a paired placement it might be good to do a week on a week off with literacy and 400 
numeracy so one would do literacy one week and the other would do numeracy and then swap the 401 
week after. Because they all try and get in as much as possible but it’d be better to focus on that 402 
progression in a subject? 403 
M2 Yeah, we did that couple of years ago in a paired placement 404 
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M1 yeah, and then split the foundation subjects and then they can leave the classroom, they don’t 405 
have to watch the other one 406 
R1 Then they can use that time for instance to go and observe some phonics or get into EY 407 
M7 We talk about them giving feedback but at first they don’t have the skill to give that feedback  408 
M1 and they go the negative straightaway don’t they? 409 
R1 Anything else you can think of… M1? 410 
M1 They’ve been really good this time at filling out the Weekly Reviews because I hate it when they 411 
come and they don’t know what to say. 412 
R1 M2, anything else you can think of? 413 
M2 No, I don’t think so 414 
R1 M3? 415 
M3 Just make sure you don’t make those first impressions, let them have a week to settle in, 416 
sometimes they can be really nervous and come out with things, says things 417 
M2 or they can be really arrogant and cocky and they end up not being  418 
M3 or the other way, you can think ‘’oh this one’s a bit older, they might be stuck in their ways’ but 419 
they end up being the best  420 
M4? 421 
M4 Nope, all talked out! 422 
R1 M5? 423 
M5 I just think this past couple of years has been better because of the relationship we’ve built up 424 
with the university is different and made a difference to everyone’s placement really and it’s helped 425 
us as teachers a lot, it’s been really beneficial  426 
R1 M6? 427 
M6 No 428 
R1 M7 429 
M7 No 430 









Appendix 8: School B (SB) Mentor Data 1 
R1 *********** mentors’ Focus Group Discussion 3rd July 2018, ok, so if I can just hand you these 2 
pictures, maybe one between two or three if you can have a look at those pictures so they’re kind of 3 
mentors who you might recognise from the media…who would you choose to have as a mentor, 4 
who would you choose to be and why? 5 
M10 I would choose Mr Miyagi 6 
R1 Why would you choose Mr Miyagi? 7 
M10 Because he’s very patient and forgiving but he knows that he’s going… that he’s going to get 8 
achievement at the end but he puts it mostly on that young boy, he’s makes him keep going and 9 
persevere, in little steps he gets better and better and better… so I like Mr Miyagi 10 
R1 Anybody else? 11 
M9 I was going to say the teacher from Matilda… Matilda really looks up to her and idolises her and I 12 
would like to feel that some of the children feel the same way about me  13 
M11 I would probably say the same as M9 because it’s the one I identify with the most, I’ve been in 14 
schools myself where I have those relationships with children 15 
R1 Ok, so why is it that you would choose to mentor students? 16 
M11 I think it’s an important thing to do because if you’ve got experience you should be helping 17 
other people to gain that experience and it makes your reach wider than your classroom so if you 18 
can help a student to become a good teacher then you’re helping many more children rather than 19 
just your 30 in your class each year 20 
M13 I did 4 placements when I was training to be a teacher, 2 of those I had really good mentors and 21 
2 of them I didn’t and it’s the 2 who weren’t good mentors that I remember the best because it was 22 
the hardest time and for me it’s about making sure that when someone comes into school who’s in 23 
that position that I was in , all those years ago,  that it doesn’t happen to them because I know how 24 
horrible it is to be doing something that’s as tough as this and have somebody who’s not fully 25 
supporting you because a couple of the ones I had didn’t really want a student it was the idea of 26 
eventually having someone in the classroom and you could go and do your own thing… that was 27 
quite appealing… you definitely get a sense, when you get a mentor like that it’s not about 28 
mentoring it’s about using you for a different reason… and, having experienced that, I wouldn’t want 29 
that for somebody that was coming into my classroom. I would like to mentor someone in the way 30 
that I feel was more supportive 31 
R1 M12, did you want to say something? 32 
M12 Yeah, it leads on from that a little bit… there’s a tendency for some teachers to forget that at 33 
one point they were trainee teachers and you sort of leave it behind and I had good experiences as a 34 
trainee but it’s important that you remember where you came from and these trainees that you 35 
mentor are coming from exactly the same place as you because there are a lot of teachers who will 36 
overlook that I think 37 
R1 Anything else anyone? 38 
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M10 Similar to M13 I had really some good mentors but also my final one was really bad to the point 39 
where I didn’t even apply for any jobs, by the time I’d finished I literally had no confidence, so for me 40 
it was to try and let that go and help someone else to do something about it but also, you know – 41 
you have to think about teachers of the future and also it’s really fascinating when they’re teaching 42 
my class and I get to sit and watch them and see what they do [murmurs of agreement] and you get 43 
that joy with a student, and the frustration – you know that you get with the children,  you know 44 
when they get there and they get it and it’s ‘yes, come one, that was really good’ in that lesson and 45 
just that chance to help someone and see… yes – I really enjoy it… most of the time 46 
M12 It also provides a teacher with the opportunity to think about their own practice, because 47 
you’re with them so often observing you’re constantly thinking about what you would do in the 48 
same circumstances and of course helping them with that, you actually do think about your own 49 
practice as well so it can actually be beneficial to your own practice, even though you’re the more 50 
experienced teacher, mentoring a trainee 51 
M10 Sometimes you can watch them do something and you think that’s really good, I wouldn’t have 52 
thought of that [murmurs of agreement], like I say, you can learn from them 53 
M12 Yeah, absolutely  54 
M9 I think it’s nice to watch them develop and progress from the start because some students think 55 
they know how to do it already and you’re able to guide them and support them and they realise 56 
they don’t know everything yet and when you see them at the end you can see just how much 57 
progress they’ve made, they may hit a rocky patch at some point and it’s really good to see them 58 
come out at the other end and realise that that rocky patch was worth it in a way because they’ve 59 
learnt so much and have been able to develop as a result of that  60 
M10 I think it’s fair to acknowledge too that you do get the occasional student who occasionally is 61 
just very hard to help [murmurs of agreement] because occasionally we’ve had those who come 62 
thinking they know everything and everything you say to them is just ‘but, but, but’ and sometimes 63 
that’s hard 64 
R1 Let’s just skip a couple of questions then, and we’ll come back to those ones, what are the 65 
challenges you’ve had as a mentor? 66 
M12 I think exactly what M10’s just said, you do get, and I think it’s a personal quality rather than 67 
anything else, people who come in and seriously think they do know more than they do and it’s 68 
difficult to actually bring them round to the way of thinking because you don’t want to knock a 69 
person’s confidence and you don’t want to say ‘you don’t know it all’ you have to be very very 70 
careful about how you address it and how you present it to them, but there are, without doubt, 71 
people who come thinking ‘I’m great, I don’t need to listen’ and that’s hard 72 
M13 If you leave them to teach in those lessons and let them reflect on it themselves and not be the 73 
person who says ‘actually, that’s not right’ but let them find it out and then reflect it back on them 74 
M10 I think if you can walk away and leave them a little bit mostly they’ll come round and you can 75 
kind of like say leave them and let them fail a little bit, say, if they’re bad at behaviour, go out of the 76 
room and let them go and do all those things and then can you talk to them afterwards or will they 77 
come and talk to you, which is great, but I think sometimes. Like we’ve had… 78 
M8 It’s when they understand that you’re not criticising them but trying to help them  79 
M10 Yeah 80 
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M8 When you’re trying to suggest something… we had one student, she took it very personally like 81 
you were criticising her and it wasn’t, it was about trying to see past that, this went wrong but 82 
actually if you did it this way it might be better so it was more about her attitude wasn’t it? 83 
M10 Yeah 84 
M8 To get her to see it positively 85 
R1 How have you dealt with that then? 86 
M8 So, you’re trying not to say ‘well, this was bad’ but towards the end of it saying ‘well, this didn’t 87 
go quite as you’d planned,’ trying to get them to see, to take ownership of it and think ‘well, I didn’t 88 
do this’ or ‘I could have done this’ 89 
R1 And that might go back to something you were saying M10 about letting them go a little bit, I 90 
think you were as well M13, ok – well ‘on you go, you try that’ [general agreement] and then seeing 91 
if you can bring it back in and hoping that they’re going to reflect 92 
M12 It’s a very difficult balance thought because at the end of the day you’re still ultimately 93 
responsible for the children in the class and you can’t afford to allow it to go too far, it’s a tricky 94 
thing to do, to let someone run with something that you know is perhaps not going to work [general 95 
agreement] you’ve got to nip it in the bud really quite quickly and that’s the challenging thing I think 96 
– it’s not just how you address it with the trainee, it’s how long you allow it to happen 97 
M10 I think it’s in a lesson or something isn’t it? Not an ongoing, every week thing, it’s in a certain 98 
lesson, let them try it. Sometimes, even with us, you know, when Alice says something you know 99 
we’re like ‘urmm’ but you say ‘yeah, we’ll give it a try’ you know – you do that all your life don’t you? 100 
You’re like a student aren’t you [general agreement] because you continue to learn, you continue to 101 
get different cohorts, you work with different people, you get told to do things and you might think 102 
‘I’m not sure about that’ but you give it a go 103 
M9 The thing I find difficult is when you’re giving them feedback and I’m always quite fair and I tell 104 
them what they did well I’m giving them feedback about what they need to improve upon but it’s 105 
when they get very defensive and they start to turn the feedback into a bit of an argument, like we 106 
had somebody, a long time ago now, and he really didn’t listen to anything I said so I had to ask the 107 
headteacher to observe him so that he knew that it wasn’t just me who was saying these things erm 108 
but that character, as M12 said, it’s  often to do with their character. For me I find it quite hard 109 
because when I was a student, sometimes they speak to staff and you just think ‘God, I would never 110 
have spoken to my mentor like that or a staff member at school’ and they sometimes just don’t 111 
realise that we’re here to support and help them and the attitude they have at the beginning isn’t 112 
always going to set them off on the right foot cos it’s going to get people’s bristles up  113 
R1 And schools are tight communities aren’t they? You’re coming into a family in some ways 114 
[murmurs of agreement] aren’t you? 115 
R1 What do you expect then, sorry, we’re dotting around the questions a bit here but ultimately 116 
we’ll cover them, when we’re thinking of that attitude being difficult to deal with, what is it that you 117 
positively want from a student? Imagine your student on their first day, what would you be looking 118 
for? 119 
M10 Honesty, total honesty, I want to sit down with them and say what do you think you’re good at, 120 
what do you think your strengths are and what do you want me to help you with? So I find you get 121 
quite a good feel then if they say, you know, I feel quite happy with these things but these are the 122 
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things I find tricky and they tend to be the students who you can work with as opposed to the one 123 
who really struggles to think of anything at all, it usually gives you a good feel and really puts the 124 
onus on them and if they’re honest you know, even if, you know we’ve had failing students  coming 125 
here, if they’re honest, you know – usually the men – organisation and stuff – it they tell you then 126 
you can help them, you can say you need to do this and this, we can do this together, I can help you, 127 
I’m going to help you then… back off, back off, back off… if they’re honest you can help them 128 
M13 I think if someone comes in with questions as well 129 
M12 Yes 130 
M13 If they come in and they want to know things and ask you things rather than you having to 131 
deliver all the information to them, sometimes you do end up just feeding them all the information 132 
but if someone just comes in knowing exactly what they need to know to start the placement, who 133 
knows what their first task needs to be and is very clear on all of that, being very clear on all of that 134 
is helpful 135 
M11 If they’ve looked through their handbook, which has been given to them  136 
M9 To navigate some of that paperwork as teachers is difficult 137 
M11 But they’ve had meetings at university and they should be looking at it and they, as students, 138 
should be going through that paperwork 139 
M9 Yeah, sometimes they don’t even have a pen and they come in for their first day and they 140 
haven’t written anything down, I mean how are we supposed to tailor all of that knowledge erm so 141 
yeah – if they get a pen and notebook out it’s always a good sign [general agreement], and a smile as 142 
well suppose! 143 
M13 Even if you’re nervous you can do that can’t you, even if you’re nervous you can paint that 144 
smile on, you have to  - you know, we all know that they’re nervous, we wouldn’t expect them to be 145 
necessarily walking in full of confidence 146 
M9 But I’m often nervous as well [general agreement] before I’ve met the student because you’ve 147 
got this anticipation about what they’re going to be like and you don’t want them to walk in with a 148 
bad attitude, you want it to go well  149 
M13 Yeah, and you want to do it well so you want them to reflect on what you’re doing positively 150 
[M9 – yes] in the same way  151 
M12 I think a trainee who comes in and wants to know about the school, the wider, and I don’t 152 
mean the standards’ wider responsibilities that they can just tick, I just want to know some 153 
information about the school and the staff in the school and the routines in the school, just take a 154 
genuine interest in what’s going on rather than ‘it’s a functional 6 weeks and I must teach these 155 
children’ – there’s a huge difference between a trainee who genuinely wants to immerse themselves 156 
in the actual day to day running of the school, I think it’s vital, rather than locking them away in a 157 
cupboard and doing their, their little bit because it is so much broader than that  158 
M13 A student not needing too much direction, you know in that first period where they’re just 159 
getting to know the kids, where they’re just sitting at a table 160 
M11 To have a bit of initiative [strong general agreement from the group] 161 
M12 – yes 162 
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M11 someone who’ll go and work and not just stand…  163 
R1 Ok, we’ll backtrack a little bit here, in your experience, what are the three most useful things a 164 
mentor does? 165 
M9 Observe and feedback on their lessons 166 
R1 Ok, yep 167 
M9 And give them pointers for how they can improve next time15:49 168 
M8 I think challenging their thinking so not just feeding them the information all the time, getting 169 
them to unpick why it went wrong, what was good, this was really good but trying to unpick why it 170 
was good, trying to get them to be really reflective  171 
M10 Yeah, the same as M8 and developing them, developing their confidence, subject knowledge 172 
but helping them to be reflective, that is what makes a good teacher, being reflective and 173 
sometimes it’s hard when someone says ‘well… where would you go next?’ and they go ‘ermmm… 174 
well, I’ll give them bigger numbers’ so it’s showing them and then that joy of them saying ‘I didn’t 175 
think of that’… it’s that thing of helping them develop 176 
M13 modelling aswell  - you doing it and them actually getting to watch, that modelling of lessons 177 
even sharing of behaviour management strategies because if you don’t get that right you can’t really 178 
teach, that kind of sharing of things and showing of things 179 
R1 That goes back to something you said M12, right at the beginning about articulating your own 180 
practice, you know you just ‘get on’ on don’t you and teach how you teach but it’s important to talk 181 
to somebody else about how you do it to think about what you’re doing all over again 182 
M12 Yeah 183 
R1 Do you think there’s an optimal time to be a mentor? 184 
M12 Do you mean stage of your career? 185 
R1 Yes 186 
M12 I think it depends on the individual, I think it’s possible for a 2nd year teacher to be a very very 187 
good mentor because having been a trainee themselves it’s still very fresh in their minds etc the flip 188 
side, the opposite of that is experienced teachers can be very experienced and proficient mentors so 189 
I don’t think it matters, that’s my own opinion 190 
R1 Anyone else got any thoughts on that? 191 
M11 Based on an individual as in on their comfort, I know as a second year teacher no way would I 192 
have wanted to mentor somebody 193 
R1 How did you feel when when you mentored somebody for the first time then? 194 
M11 I think it was M8, so it was quite nice [laughter] and I had been a teacher a few years then, I 195 
had been in early years for a while and I was very confident in that area so I was sure of what I was 196 
doing erm… which made me feel like I could tell 197 
R1 Did it make you feel like ‘Oh actually, I do know more than I think’ 198 
M11 Yeah, it’s nice actually after the first one and you think, well – I’ve done a good job 199 
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M8 And she did do a good job! [laughter] 200 
M11 Er but I personally wouldn’t have wanted to have one when I was very young in my career 201 
M8 I had one in my second year, it was a paired one and I found it hard, well – she was a difficult 202 
one, wasn’t she? [turning to others - murmurs of agreement] she was quite tricky and she was a lot 203 
older than me as well so I found the age thing quite difficult and because I wasn’t that experienced 204 
yet I did feel a bit like ‘well, is this what I should be telling her?’… Maybe if she’d been a different 205 
student or if I’d been a different sort of character then maybe it’d have been fine 206 
M11 Or if you had been older than her 207 
M8 Yeah, yeah  208 
M12 But I think, certainly in this school, you’d only be asked to mentor someone if the leadership 209 
thought you were capable of mentoring and that in itself, even if it’s a back handed compliment, it’s 210 
a compliment to you, regardless of your experience or otherwise, in your 2nd year if Alice came to 211 
you and said you should mentor I’d take that as a big plus for your own personal development  212 
M10 I got one in my 1st year, it was an accident, because I started at the Christmas so I got one when 213 
I hadn’t finished my NQT year and I got my first student, so like M8 I didn’t feel ready, I wasn’t happy 214 
about it, I tried, I tried my best but I don’t think I did a very good job, personally, when I look back 215 
R1 What was it that kind of unsettled you about that? 216 
M10 I don’t think I had the experience, I wasn’t confident enough, subject knowledge, a bit of 217 
everything, I didn’t feel that I was good enough to judge? I knew quite a bit but I didn’t know enough 218 
to help someone else I don’t think at that point in time? 219 
R1 Ok, so if we think about some of those things, those challenges that some of you have alluded to 220 
in the mentoring process has anyone else had any experiences which have just unsettled you a little? 221 
M11 I had a really poor student last year and we were at the point where we had to put a plan in 222 
because it looked like she wasn’t going to pass her final placement and I found that really unsettling 223 
because it felt like you had their career in your hands, what were you going to do to help her pass 224 
but then also we really need to know that she is going to pass because she’s going to go on and be a 225 
teacher so I think that’s really hard, if you’ve got a good student, fine, you’re not so worried but the 226 
ones who are failing or at the weaker end… it’s just… are you doing the right thing? 227 
R1 Is it the responsibility of it? 228 
M11 Umhum (agreement) 229 
R1 That does link to something you said earlier – as a mentor you’re ultimately going to be 230 
influencing more children aren’t you? 231 
M11 Yeah 232 
R1 By influencing this teacher… but it’s a responsibility 233 
M10 And that’s so linked to personality where some people can say ‘you’re no good’ without losing 234 
any sleep where if it was me and I was having to fail someone I’d be thinking ‘did I fail?’ I wouldn’t 235 
just be thinking it was them, thinking about if I could have done more to help them so it’s your 236 
personality and as we’ve said people get students and they don’t even want one, they’re just told 237 
they have to do it so… there are so many things aren’t there? 238 
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R1 So what would you want or expect from whichever provider you were working with to support 239 
you with that? 240 
M12 Well, I’m guessing most of us have done some kind of mentor training and that’s useful in 241 
terms of the admin side, the paperwork side of it, I mean no one, I don’t think, can teach you how to 242 
observe a lesson, you do that through your own experience butt there is so much paperwork, there 243 
are so many things a trainee has to comply with, you have to have an awareness of that so pre-244 
training I think is vital erm.. I’m not sure other than that? 245 
M13 Well, I had a student who sounds similar to yours M11, I mean he was really struggling and I 246 
mean he was trying hard but he hadn’t really grasped how much work went into being a teacher I 247 
think and we had to have that difficult conversation but actually the university mentor came in and 248 
did that with me, with him, and that was really helpful, rather than have that conversation with him 249 
on my own, I’d kind of started the conversation with him – just in feedback and things like that but it 250 
wasn’t until we sat with the university mentor, when there were two of us, that I had someone 251 
helping me to sort of say ‘are you sure this is what you want to do?’ because it had got to that point 252 
where we didn’t know whether he was really cut out to be a teacher, it needed to be as black and 253 
white and make him go away and think about it , I didn’t find that easy to do so having someone else 254 
from the university to do it with me was much better, and actually,  he went on to do an additional 255 
placement, in between two placements I think, in between but I don’t know what happened after 256 
that but having that backup and support so it’s not left to you when you’re in that situation is really 257 
important. 258 
R1 And again, it’s that responsibility of taking that decision on your own, it’s just much easier isn’t 259 
it… 260 
M13 Because sometimes it feels like universities don’t want to have failing students and we don’t 261 
want to have failing students but sometimes there’s that feeling of ‘are they going to let me say this 262 
person isn’t really cut out for it’ or will that not go down very well, I’ve always found them to be very 263 
supportive… but I know it’s a worry for universities to have students who aren’t going to make it, no 264 
university ever wants one of their students as a failing student on their numbers, it’s as it is 265 
anywhere 266 
M11 It comes back to you aswell… if I pass this person and I’m the one who’s written their final 267 
report that goes into their reference and they go into a school and it’s that this person doesn’t 268 
match this… 269 
M12 Yeah, ‘they were at Benton Park’ 270 
M11 It is a worry that it reflects on you, you want them to do well because you want to have done 271 
your job well and you want them to do well so that they can teach well but if they don’t it is going to 272 
come back to you at some point or you would worry that it would 273 
M12 But there’s nothing that’s fool proof [M11 – no (in agreement)] you could get someone who, on 274 
their previous placement got all ones but what’s one on one school is not necessarily viewed as one 275 
in another school and it’s a very very difficult balance, that’s where friction can be caused because 276 
you can say ‘well, actually, I got all ones, I got all ones on my last placement…’ and I don’t think 277 
there’s anything unis can do about it – there’s the selection process, the schools that you choose, 278 
obviously you’re thankful to all the schools 279 
M9 I find the grading system you have helps me because the feedback and the discussion you have 280 
after the lesson is much more important than what number you’ve given them – I know as teachers 281 
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now, when we get observed, Alice doesn’t give us a grade, you know erm Ofsted don’t really give 282 
grades anymore, I find the grading thing quite tricky sometimes, they don’t quite fit into one or the 283 
other 284 
M11 The university I’ve just being working with didn’t want any students passing, or they couldn’t 285 
really pass, on 3s,with requires improvement so I’m going to have to put this or this because they 286 
deserve to pass but you get the vibe that they have to go through on ‘good’… 287 
R1 So does this come back to you feeling that you need to be honest and being supported in being 288 
honest [general agreement]  289 
R1 Ok, so final question, is there anything else that providers could do to support you in the 290 
mentoring process? 291 
M9 I suppose going through with the students, before they come in, what our expectations will be 292 
and talking to them about their attitudes and things like that you know, making sure you make a 293 
good first impression, ensure you are prepared. A couple of students I’ve had have emailed me 294 
beforehand to introduce themselves and I found that really helpful because I was able to reply back 295 
and say ‘I’m a really experienced teacher’ and just to give them that ‘this is where it’s going to be 296 
from the beginning’ and I think if they just had a bit more discussion about not going in thinking you 297 
know everything, because that’s not going to bode you well. I don’t know if they currently have any 298 
of that preparation about… 299 
M11 Yeah, not just the stuff in their booklets but a personal… 300 
M9 Yeah and how important it is to be writing things down and showing that eagerness erm… 301 
M12 and I understand that staffing is an issue and numbers are an issue and that you have that vast 302 
number of trainees but at some point during the placement a link tutor will come in and observe and 303 
I often think that should be the very first observation of the placement, done jointly with the mentor 304 
so they can sit and they can agree, this is where the trainee’s at now and even if it’s not set in stone 305 
and I accept that we all teach bad lessons from time to time but we can actually plan that moving 306 
forward together, there’d just be more togetherness and it would actually give some trainees, not 307 
all, but some trainees some focus knowing that their link tutor has been involved in the process… I 308 
don’t think it’s practical… 309 
R1 Do you mean like setting a baseline assessment? 310 
M12 Yeah, almost like you do with the kids but I’m fully aware that perhaps that’s not the most 311 
practical solution 312 
M10 Things can change can’t they, when you’ve just gone into a placement, depending on how 313 
confident you are, you think, well I might have on mine, thought ‘no, don’t come in and watch me 314 
straightaway, give me a chance to settle in, know the children, know the routine and then come in’ 315 
M12 Which is why I think it’s the perfect time, when they’re at their least… 316 
M10 I think it’s too much straightaway, 2 people ‘boom’, sitting watching me and I’ve just got here 317 
M11 I think quite early on, the earlier the better 318 
M9 or in the middle 319 
M11 Not at the end of the placement 320 
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M9 Nick tends to come in at the end and I feel it’s a bit late then and we can’t really do anything 321 
about it, maybe if he came in after a couple of weeks after they’ve settled but not in weeks 5 or 6  322 
R1 I guess that’s just more about moderation 323 
M9 Confirming what we think 324 
R1 Yes 325 
R1 Let’s pause there, I could keep talking about this for a long time because it’s very interesting but I 326 
realise it’s a hot day and you all want to go home so if I can just go round the circle and if there’s 327 
anything else you want to add 328 
R1 Beth? 329 
M8 No, that’s fine 330 
R1 M9? 331 
M9 No 332 
R1 Julie? 333 
M10 I don’t think so 334 
R1 Holly? 335 
M11 Nothing 336 
R1 M12? 337 
M12 No, thank you  338 
R1 M13? 339 
M13 No 340 
R1 That’s great, thank you everybody 341 
 342 
 343 
  344 
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Appendix 9: Coded School B (SB) Mentor Data 1 
R1 School B mentors’ Focus Group Discussion 3rd July 2018, ok, so if I can just hand you these 2 
pictures, maybe one between two or three if you can have a look at those pictures so they’re kind of 3 
mentors who you might recognise from the media…who would you choose to have as a mentor, 4 
who would you choose to be and why? 5 
M10 I would choose Mr Miyagi 6 
R1 Why would you choose Mr Miyagi? 7 
M10 Because he’s very patient and forgiving but he knows that he’s going… that he’s going to get 8 
achievement at the end but he puts it mostly on that young boy, he’s makes him keep going and 9 
persevere, in little steps he gets better and better and better… so I like Mr Miyagi 10 
R1 Anybody else? 11 
M9 I was going to say the teacher from Matilda… Matilda really looks up to her and idolises her and I 12 
would like to feel that some of the children feel the same way about me  13 
M11 I would probably say the same as M9 because it’s the one I identify with the most, I’ve been in 14 
schools myself where I have those relationships with children 15 
R1 Ok, so why is it that you would choose to mentor students? 16 
M11 I think it’s an important thing to do because if you’ve got experience you should be helping 17 
other people to gain that experience and it makes your reach wider than your classroom so if you 18 
can help a student to become a good teacher then you’re helping many more children rather than 19 
just your 30 in your class each year 20 
M13 I did 4 placements when I was training to be a teacher, 2 of those I had really good mentors and 21 
2 of them I didn’t and it’s the 2 who weren’t good mentors that I remember the best because it was 22 
the hardest time and for me it’s about making sure that when someone comes into school who’s in 23 
that position that I was in , all those years ago,  that it doesn’t happen to them because I know how 24 
horrible it is to be doing something that’s as tough as this and have somebody who’s not fully 25 
supporting you because a couple of the ones I had didn’t really want a student it was the idea of 26 
eventually having someone in the classroom and you could go and do your own thing… that was 27 
quite appealing… you definitely get a sense, when you get a mentor like that it’s not about 28 
mentoring it’s about using you for a different reason… and, having experienced that, I wouldn’t want 29 
that for somebody that was coming into my classroom. I would like to mentor someone in the way 30 
that I feel was more supportive 31 
R1 M12, did you want to say something? 32 
M12 Yeah, it leads on from that a little bit… there’s a tendency for some teachers to forget that at 33 
one point they were trainee teachers and you sort of leave it behind and I had good experiences as a 34 
trainee but it’s important that you remember where you came from and these trainees that you 35 
mentor are coming from exactly the same place as you because there are a lot of teachers who will 36 
overlook that I think 37 
R1 Anything else anyone? 38 
M10 Similar to M12I had really some good mentors but also my final one was really bad to the point 39 
where I didn’t even apply for any jobs, by the time I’d finished I literally had no confidence, so for me 40 
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it was to try and let that go and help someone else to do something about it but also, you know – 41 
you have to think about teachers of the future and also it’s really fascinating when they’re teaching 42 
my class and I get to sit and watch them and see what they do [murmurs of agreement] and you get 43 
that joy with a student, and the frustration – you know that you get with the children,  you know 44 
when they get there and they get it and it’s ‘yes, come one, that was really good’ in that lesson and 45 
just that chance to help someone and see… yes – I really enjoy it… most of the time 46 
M12 It also provides a teacher with the opportunity to think about their own practice, because 47 
you’re with them so often observing you’re constantly thinking about what you would do in the 48 
same circumstances and of course helping them with that, you actually do think about your own 49 
practice as well so it can actually be beneficial to your own practice, even though you’re the more 50 
experienced teacher, mentoring a trainee 51 
M10 Sometimes you can watch them do something and you think that’s really good, I wouldn’t have 52 
thought of that [murmurs of agreement], like I say, you can learn from them 53 
M12 Yeah, absolutely  54 
M9 I think it’s nice to watch them develop and progress from the start because some students think 55 
they know how to do it already and you’re able to guide them and support them and they realise 56 
they don’t know everything yet and when you see them at the end you can see just how much 57 
progress they’ve made, they may hit a rocky patch at some point and it’s really good to see them 58 
come out at the other end and realise that that rocky patch was worth it in a way because they’ve 59 
learnt so much and have been able to develop as a result of that  60 
M10 I think it’s fair to acknowledge too that you do get the occasional student who occasionally is 61 
just very hard to help [murmurs of agreement] because occasionally we’ve had those who come 62 
thinking they know everything and everything you say to them is just ‘but, but, but’ and sometimes 63 
that’s hard 64 
R1 Let’s just skip a couple of questions then, and we’ll come back to those ones, what are the 65 
challenges you’ve had as a mentor? 66 
M12 I think exactly what M10’s just said, you do get, and I think it’s a personal quality rather than 67 
anything else, people who come in and seriously think they do know more than they do and it’s 68 
difficult to actually bring them round to the way of thinking because you don’t want to knock a 69 
person’s confidence and you don’t want to say ‘you don’t know it all’ you have to be very very 70 
careful about how you address it and how you present it to them, but there are, without doubt, 71 
people who come thinking ‘I’m great, I don’t need to listen’ and that’s hard 72 
M13 If you leave them to teach in those lessons and let them reflect on it themselves and not be the 73 
person who says ‘actually, that’s not right’ but let them find it out and then reflect it back on them 74 
M10 I think if you can walk away and leave them a little bit mostly they’ll come round and you can 75 
kind of like say leave them and let them fail a little bit, say, if they’re bad at behaviour, go out of the 76 
room and let them go and do all those things and then can you talk to them afterwards or will they 77 
come and talk to you, which is great, but I think sometimes. Like we’ve had… 78 
M8 It’s when they understand that you’re not criticising them but trying to help them  79 
M10 Yeah 80 
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M8 When you’re trying to suggest something… we had one student, she took it very personally like 81 
you were criticising her and it wasn’t, it was about trying to see past that, this went wrong but 82 
actually if you did it this way it might be better so it was more about her attitude wasn’t it? 83 
M10 Yeah 84 
M8 To get her to see it positively 85 
R1 How have you dealt with that then? 86 
M8 So, you’re trying not to say ‘well, this was bad’ but towards the end of it saying ‘well, this didn’t 87 
go quite as you’d planned,’ trying to get them to see, to take ownership of it and think ‘well, I didn’t 88 
do this’ or ‘I could have done this’ 89 
R1 And that might go back to something you were saying M10 about letting them go a little bit, I 90 
think you were as well M13, ok – well ‘on you go, you try that’ [general agreement] and then seeing 91 
if you can bring it back in and hoping that they’re going to reflect 92 
M12 It’s a very difficult balance thought because at the end of the day you’re still ultimately 93 
responsible for the children in the class and you can’t afford to allow it to go too far, it’s a tricky 94 
thing to do, to let someone run with something that you know is perhaps not going to work [general 95 
agreement] you’ve got to nip it in the bud really quite quickly and that’s the challenging thing I think 96 
– it’s not just how you address it with the trainee, it’s how long you allow it to happen 97 
M10 I think it’s in a lesson or something isn’t it? Not an ongoing, every week thing, it’s in a certain 98 
lesson, let them try it. Sometimes, even with us, you know, when Alice says something you know 99 
we’re like ‘urmm’ but you say ‘yeah, we’ll give it a try’ you know – you do that all your life don’t you? 100 
You’re like a student aren’t you [general agreement] because you continue to learn, you continue to 101 
get different cohorts, you work with different people, you get told to do things and you might think 102 
‘I’m not sure about that’ but you give it a go 103 
M9 The thing I find difficult is when you’re giving them feedback and I’m always quite fair and I tell 104 
them what they did well I’m giving them feedback about what they need to improve upon but it’s 105 
when they get very defensive and they start to turn the feedback into a bit of an argument, like we 106 
had somebody, a long time ago now, and he really didn’t listen to anything I said so I had to ask the 107 
headteacher to observe him so that he knew that it wasn’t just me who was saying these things erm 108 
but that character, as M12 said, it’s  often to do with their character. For me I find it quite hard 109 
because when I was a student, sometimes they speak to staff and you just think ‘God, I would never 110 
have spoken to my mentor like that or a staff member at school’ and they sometimes just don’t 111 
realise that we’re here to support and help them and the attitude they have at the beginning isn’t 112 
always going to set them off on the right foot cos it’s going to get people’s bristles up  113 
R1 And schools are tight communities aren’t they? You’re coming into a family in some ways 114 
[murmurs of agreement] aren’t you? 115 
R1 What do you expect then, sorry, we’re dotting around the questions a bit here but ultimately 116 
we’ll cover them, when we’re thinking of that attitude being difficult to deal with, what is it that you 117 
positively want from a student? Imagine your student on their first day, what would you be looking 118 
for? 119 
M10 Honesty, total honesty, I want to sit down with them and say what do you think you’re good at, 120 
what do you think your strengths are and what do you want me to help you with? So I find you get 121 
quite a good feel then if they say, you know, I feel quite happy with these things but these are the 122 
422 
 
things I find tricky and they tend to be the students who you can work with as opposed to the one 123 
who really struggles to think of anything at all, it usually gives you a good feel and really puts the 124 
onus on them and if they’re honest you know, even if, you know we’ve had failing students  coming 125 
here, if they’re honest, you know – usually the men – organisation and stuff – it they tell you then 126 
you can help them, you can say you need to do this and this, we can do this together, I can help you, 127 
I’m going to help you then… back off, back off, back off… if they’re honest you can help them 128 
M13 I think if someone comes in with questions as well 129 
M12 Yes 130 
M13 If they come in and they want to know things and ask you things rather than you having to 131 
deliver all the information to them, sometimes you do end up just feeding them all the information 132 
but if someone just comes in knowing exactly what they need to know to start the placement, who 133 
knows what their first task needs to be and is very clear on all of that, being very clear on all of that 134 
is helpful 135 
M11 If they’ve looked through their handbook, which has been given to them  136 
M9 To navigate some of that paperwork as teachers is difficult 137 
M11 But they’ve had meetings at university and they should be looking at it and they, as students, 138 
should be going through that paperwork 139 
M9 Yeah, sometimes they don’t even have a pen and they come in for their first day and they 140 
haven’t written anything down, I mean how are we supposed to tailor all of that knowledge erm so 141 
yeah – if they get a pen and notebook out it’s always a good sign [general agreement], and a smile as 142 
well suppose! 143 
M13 Even if you’re nervous you can do that can’t you, even if you’re nervous you can paint that 144 
smile on, you have to  - you know, we all know that they’re nervous, we wouldn’t expect them to be 145 
necessarily walking in full of confidence 146 
M9 But I’m often nervous as well [general agreement] before I’ve met the student because you’ve 147 
got this anticipation about what they’re going to be like and you don’t want them to walk in with a 148 
bad attitude, you want it to go well  149 
M13 Yeah, and you want to do it well so you want them to reflect on what you’re doing positively 150 
[M9 – yes] in the same way  151 
M12 I think a trainee who comes in and wants to know about the school, the wider, and I don’t 152 
mean the standards’ wider responsibilities that they can just tick, I just want to know some 153 
information about the school and the staff in the school and the routines in the school, just take a 154 
genuine interest in what’s going on rather than ‘it’s a functional 6 weeks and I must teach these 155 
children’ – there’s a huge difference between a trainee who genuinely wants to immerse themselves 156 
in the actual day to day running of the school, I think it’s vital, rather than locking them away in a 157 
cupboard and doing their, their little bit because it is so much broader than that  158 
M13 A student not needing too much direction, you know in that first period where they’re just 159 
getting to know the kids, where they’re just sitting at a table 160 
M11 To have a bit of initiative [strong general agreement from the group] 161 
M12 – yes 162 
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M11 someone who’ll go and work and not just stand…  163 
R1 Ok, we’ll backtrack a little bit here, in your experience, what are the three most useful things a 164 
mentor does? 165 
M9 Observe and feedback on their lessons 166 
R1 Ok, yep 167 
M9 And give them pointers for how they can improve next time15:49 168 
M8 I think challenging their thinking so not just feeding them the information all the time, getting 169 
them to unpick why it went wrong, what was good, this was really good but trying to unpick why it 170 
was good, trying to get them to be really reflective  171 
M10 Yeah, the same as M8 and developing them, developing their confidence, subject knowledge 172 
but helping them to be reflective, that is what makes a good teacher, being reflective and 173 
sometimes it’s hard when someone says ‘well… where would you go next?’ and they go ‘ermmm… 174 
well, I’ll give them bigger numbers’ so it’s showing them and then that joy of them saying ‘I didn’t 175 
think of that’… it’s that thing of helping them develop 176 
M13 modelling aswell  - you doing it and them actually getting to watch, that modelling of lessons 177 
even sharing of behaviour management strategies because if you don’t get that right you can’t really 178 
teach, that kind of sharing of things and showing of things 179 
R1 That goes back to something you said M12, right at the beginning about articulating your own 180 
practice, you know you just ‘get on’ on don’t you and teach how you teach but it’s important to talk 181 
to somebody else about how you do it to think about what you’re doing all over again 182 
M12 Yeah 183 
R1 Do you think there’s an optimal time to be a mentor? 184 
M12 Do you mean stage of your career? 185 
R1 Yes 186 
M12 I think it depends on the individual, I think it’s possible for a 2nd year teacher to be a very very 187 
good mentor because having been a trainee themselves it’s still very fresh in their minds etc the flip 188 
side, the opposite of that is experienced teachers can be very experienced and proficient mentors so 189 
I don’t think it matters, that’s my own opinion 190 
R1 Anyone else got any thoughts on that? 191 
M11 Based on an individual as in on their comfort, I know as a second year teacher no way would I 192 
have wanted to mentor somebody 193 
R1 How did you feel when when you mentored somebody for the first time then? 194 
M11 I think it was M8, so it was quite nice [laughter] and I had been a teacher a few years then, I 195 
had been in early years for a while and I was very confident in that area so I was sure of what I was 196 
doing erm… which made me feel like I could tell 197 
R1 Did it make you feel like ‘Oh actually, I do know more than I think’ 198 
M11 Yeah, it’s nice actually after the first one and you think, well – I’ve done a good job 199 
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M8 And she did do a good job! [laughter] 200 
M11 Er but I personally wouldn’t have wanted to have one when I was very young in my career 201 
M8 I had one in my second year, it was a paired one and I found it hard, well – she was a difficult 202 
one, wasn’t she? [turning to others - murmurs of agreement] she was quite tricky and she was a lot 203 
older than me as well so I found the age thing quite difficult and because I wasn’t that experienced 204 
yet I did feel a bit like ‘well, is this what I should be telling her?’… Maybe if she’d been a different 205 
student or if I’d been a different sort of character then maybe it’d have been fine 206 
M11 Or if you had been older than her 207 
M8 Yeah, yeah  208 
M12 But I think, certainly in this school, you’d only be asked to mentor someone if the leadership 209 
thought you were capable of mentoring and that in itself, even if it’s a back handed compliment, it’s 210 
a compliment to you, regardless of your experience or otherwise, in your 2nd year if Alice came to 211 
you and said you should mentor I’d take that as a big plus for your own personal development  212 
M10 I got one in my 1st year, it was an accident, because I started at the Christmas so I got one when 213 
I hadn’t finished my NQT year and I got my first student, so like M8 I didn’t feel ready, I wasn’t happy 214 
about it, I tried, I tried my best but I don’t think I did a very good job, personally, when I look back 215 
R1 What was it that kind of unsettled you about that? 216 
M10 I don’t think I had the experience, I wasn’t confident enough, subject knowledge, a bit of 217 
everything, I didn’t feel that I was good enough to judge? I knew quite a bit but I didn’t know enough 218 
to help someone else I don’t think at that point in time? 219 
R1 Ok, so if we think about some of those things, those challenges that some of you have alluded to 220 
in the mentoring process has anyone else had any experiences which have just unsettled you a little? 221 
M11 I had a really poor student last year and we were at the point where we had to put a plan in 222 
because it looked like she wasn’t going to pass her final placement and I found that really unsettling 223 
because it felt like you had their career in your hands, what were you going to do to help her pass 224 
but then also we really need to know that she is going to pass because she’s going to go on and be a 225 
teacher so I think that’s really hard, if you’ve got a good student, fine, you’re not so worried but the 226 
ones who are failing or at the weaker end… it’s just… are you doing the right thing? 227 
R1 Is it the responsibility of it? 228 
M11 Umhum (agreement) 229 
R1 That does link to something you said earlier – as a mentor you’re ultimately going to be 230 
influencing more children aren’t you? 231 
M11 Yeah 232 
R1 By influencing this teacher… but it’s a responsibility 233 
M10 And that’s so linked to personality where some people can say ‘you’re no good’ without losing 234 
any sleep where if it was me and I was having to fail someone I’d be thinking ‘did I fail?’ I wouldn’t 235 
just be thinking it was them, thinking about if I could have done more to help them so it’s your 236 
personality and as we’ve said people get students and they don’t even want one, they’re just told 237 
they have to do it so… there are so many things aren’t there? 238 
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R1 So what would you want or expect from whichever provider you were working with to support 239 
you with that? 240 
M12 Well, I’m guessing most of us have done some kind of mentor training and that’s useful in 241 
terms of the admin side, the paperwork side of it, I mean no one, I don’t think, can teach you how to 242 
observe a lesson, you do that through your own experience butt there is so much paperwork, there 243 
are so many things a trainee has to comply with, you have to have an awareness of that so pre-244 
training I think is vital erm.. I’m not sure other than that? 245 
M13 Well, I had a student who sounds similar to yours M11, I mean he was really struggling and I 246 
mean he was trying hard but he hadn’t really grasped how much work went into being a teacher I 247 
think and we had to have that difficult conversation but actually the university mentor came in and 248 
did that with me, with him, and that was really helpful, rather than have that conversation with him 249 
on my own, I’d kind of started the conversation with him – just in feedback and things like that but it 250 
wasn’t until we sat with the university mentor, when there were two of us, that I had someone 251 
helping me to sort of say ‘are you sure this is what you want to do?’ because it had got to that point 252 
where we didn’t know whether he was really cut out to be a teacher, it needed to be as black and 253 
white and make him go away and think about it , I didn’t find that easy to do so having someone else 254 
from the university to do it with me was much better, and actually,  he went on to do an additional 255 
placement, in between two placements I think, in between but I don’t know what happened after 256 
that but having that backup and support so it’s not left to you when you’re in that situation is really 257 
important. 258 
R1 And again, it’s that responsibility of taking that decision on your own, it’s just much easier isn’t 259 
it… 260 
M13 Because sometimes it feels like universities don’t want to have failing students and we don’t 261 
want to have failing students but sometimes there’s that feeling of ‘are they going to let me say this 262 
person isn’t really cut out for it’ or will that not go down very well, I’ve always found them to be very 263 
supportive… but I know it’s a worry for universities to have students who aren’t going to make it, no 264 
university ever wants one of their students as a failing student on their numbers, it’s as it is 265 
anywhere 266 
M11 It comes back to you aswell… if I pass this person and I’m the one who’s written their final 267 
report that goes into their reference and they go into a school and it’s that this person doesn’t 268 
match this… 269 
M12 Yeah, ‘they were at School B’ 270 
M11 It is a worry that it reflects on you, you want them to do well because you want to have done 271 
your job well and you want them to do well so that they can teach well but if they don’t it is going to 272 
come back to you at some point or you would worry that it would 273 
M12 But there’s nothing that’s fool proof [M11 – no (in agreement)] you could get someone who, on 274 
their previous placement got all ones but what’s one on one school is not necessarily viewed as one 275 
in another school and it’s a very very difficult balance, that’s where friction can be caused because 276 
you can say ‘well, actually, I got all ones, I got all ones on my last placement…’ and I don’t think 277 
there’s anything unis can do about it – there’s the selection process, the schools that you choose, 278 
obviously you’re thankful to all the schools 279 
M9 I find the grading system you have helps me because the feedback and the discussion you have 280 
after the lesson is much more important than what number you’ve given them – I know as teachers 281 
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now, when we get observed, Alice doesn’t give us a grade, you know erm Ofsted don’t really give 282 
grades anymore, I find the grading thing quite tricky sometimes, they don’t quite fit into one or the 283 
other 284 
M11 The university I’ve just being working with didn’t want any students passing, or they couldn’t 285 
really pass, on 3s,with requires improvement so I’m going to have to put this or this because they 286 
deserve to pass but you get the vibe that they have to go through on ‘good’… 287 
R1 So does this come back to you feeling that you need to be honest and being supported in being 288 
honest [general agreement]  289 
R1 Ok, so final question, is there anything else that providers could do to support you in the 290 
mentoring process? 291 
M9 I suppose going through with the students, before they come in, what our expectations will be 292 
and talking to them about their attitudes and things like that you know, making sure you make a 293 
good first impression, ensure you are prepared. A couple of students I’ve had have emailed me 294 
beforehand to introduce themselves and I found that really helpful because I was able to reply back 295 
and say ‘I’m a really experienced teacher’ and just to give them that ‘this is where it’s going to be 296 
from the beginning’ and I think if they just had a bit more discussion about not going in thinking you 297 
know everything, because that’s not going to bode you well. I don’t know if they currently have any 298 
of that preparation about… 299 
M11 Yeah, not just the stuff in their booklets but a personal… 300 
M9 Yeah and how important it is to be writing things down and showing that eagerness erm… 301 
M12 and I understand that staffing is an issue and numbers are an issue and that you have that vast 302 
number of trainees but at some point during the placement a link tutor will come in and observe and 303 
I often think that should be the very first observation of the placement, done jointly with the mentor 304 
so they can sit and they can agree, this is where the trainee’s at now and even if it’s not set in stone 305 
and I accept that we all teach bad lessons from time to time but we can actually plan that moving 306 
forward together, there’d just be more togetherness and it would actually give some trainees, not 307 
all, but some trainees some focus knowing that their link tutor has been involved in the process… I 308 
don’t think it’s practical… 309 
R1 Do you mean like setting a baseline assessment? 310 
M12 Yeah, almost like you do with the kids but I’m fully aware that perhaps that’s not the most 311 
practical solution 312 
M10 Things can change can’t they, when you’ve just gone into a placement, depending on how 313 
confident you are, you think, well I might have on mine, thought ‘no, don’t come in and watch me 314 
straightaway, give me a chance to settle in, know the children, know the routine and then come in’ 315 
M12 Which is why I think it’s the perfect time, when they’re at their least… 316 
M10 I think it’s too much straightaway, 2 people ‘boom’, sitting watching me and I’ve just got here 317 
M11 I think quite early on, the earlier the better 318 
M9 or in the middle 319 
M11 Not at the end of the placement 320 
427 
 
M9 Nick tends to come in at the end and I feel it’s a bit late then and we can’t really do anything 321 
about it, maybe if he came in after a couple of weeks after they’ve settled but not in weeks 5 or 6  322 
R1 I guess that’s just more about moderation 323 
M9 Confirming what we think 324 
R1 Yes 325 
R1 Let’s pause there, I could keep talking about this for a long time because it’s very interesting but I 326 
realise it’s a hot day and you all want to go home so if I can just go round the circle and if there’s 327 
anything else you want to add 328 
R1 M8? 329 
M8 No, that’s fine 330 
R1 M9? 331 
M9 No 332 
R1 M10? 333 
M10 I don’t think so 334 
R1 M11? 335 
M11 Nothing 336 
R1 M12? 337 
M12 No, thank you  338 
R1 M13? 339 
M13 No 340 
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e to teach 
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Appendix 13: Assembling Emerging Themes 
Using different 
vocabulary 
BA27 BA 28 PG49 
PG62 PG63 PG71 
PG94 SA SB 
Clarity of paperwork 
 
BA18 PG82 PG69 
PG61 




BA12 BA21 BA85 
PG74 PG55 PG1 
PG2 SA SB 
Being in the way 
 
PG80 PG72 PG64 
PG44 PG7 PG2 
Unreasonable 
expectations 
BA14 BA16 BA62 
BA76 BA85 PG88 
PG75 PG66 





Not wanting a student 
 
BA17 BA18 PG93 




BA21 SA SB 
Not accessing 
documentation 
BA36 BA38 BA42 
BA46 BA49 BA63 
BA65 BA68 BA69 
BA70 




BA 37 BA81 BA87 
PG95 
PG94 PG62 PG52 
PG48 PG28 PG19 
PG9 PG8 PG6 PG3 
SA 
Caught in the middle 
 





BA 40 BA58 BA83 
SA SB 
Every experience a 
learning experience 
BA42 BA53 BA60 
BA85 PG94 PG90 
PG89 PG89 PG78 
PG73 PG55 PG14 
Needing to act 
 
BA42 BA88 PG4 SA 
SB 






BA49 BA51 SA SB 
Not being tenacious 
in seeking support 
BA52 BA70 BA87 
Giving and receiving 
of feedback 
BA57 BA59 SA SB 
Inconsistent support 
 





Feeling brushed off 
 
BA63 BA64 BA65 




BA68 PG69 SB 
Students are not a 
mentor’s priority 
BA73 BA 74 BA78 
BA79 BA84 
Managing the mentor 
 
BA73 BA76 BA82 
BA83 BA89 BA91 
PG77 PG55 PG53 
PG47 PG12 
Feeling lucky 










BA85 PG3 PG2 
First impressions 
















A great teacher 
doesn’t always make 
a great mentor 
BA14 
Not seeking support 
from uni 
 
BA53 BA83 BA84 
452 
 
BA84 BA87 PG94 
PG55 




perceptions of what’s 
delivered 





BA52 PG95 PG90 




PG94 PG90 PG89 
PG86 PG79 PG72 
PG55 PG49 PG48 
PG47 
PG44 PG41 PG40 
PG34 PG28 PG26 
PG14 PG13 PG11 
PG10 PG9 PG8 PG7 
Being undermined 
 
PG93 PG87 PG67 
PG3 
Uni can’t do much 
 













Teacher as an Actor 
Relationships 
Paired Placements 





BA27 BA 28 PG49 




BA18 PG82 PG69 PG61 




BA12 BA21 BA85 
PG74 PG55 PG1 
PG2 SA BP 
Being in the way 
 
PG80 PG72 PG64 
PG44 PG7 PG2 
Unreasonable 
expectations 
BA14 BA16 BA62 
BA76 BA85 PG88 
PG75 PG66 





Not wanting a student 
 
BA17 BA18 PG93 PG92 






BA36 BA38 BA42 
BA46 BA49 BA63 
BA65 BA68 BA69 
BA70 




BA 37 BA81 BA87 
PG95 
PG94 PG62 PG52 
PG48 PG28 PG19 
PG9 PG8 PG6 
PG3 SA 
Caught in the 
middle 
 





BA 40 BA58 BA74 
BA83 SA BP 
Every experience a 
learning experience 
Needing to act/Double 
Standards 
 
BA42 BA88 PG4 SA BP 
















BA42 BA53 BA60 BA85 
PG94 PG90 PG89 PG89 
PG78 PG73 PG55 PG14 
BA49 BA51 PG13 
PG43 PG45 PG47 
PG71 PG72 SA 
BP 
BA48 BA57 BA59 
BA90PG1 PG6 
PG14 PG15 PG25 
PG32 PG33 PG37 




BA55 PG52 PG19 






BA63 BA64 BA65 





BA68 PG69 BP 
Students are not 
a mentor’s 
priority 





BA73 BA76 BA82 
BA83 BA89 BA91 












Lack of informal 
feedback 



























A great teacher 
doesn’t always 




support from uni 
 
BA53 BA83 BA84 
Feedback hard to take 
 
BA54 PG56 
Mismatch in perceptions 
of what’s delivered 




BA52 PG95 PG90 




BA2 BA3 BA6 BA9 
BA14 BA17 BA33 
BA51 BA63 BA71 
BA73 BA74 BA78 
BA80 PG7 PG8 
PG9 PG10 PG11 
PG13 PG14 PG15 
PG17 PG26 PG28 




BA49 PG93 PG87 
PG67 PG3 
Uni can’t do 
much 
 
PG91 PG56 BP 
455 
 
PG42 PG43 PG44 
PG47 PG48 PG49 
PG55 PG72 PG79 






















































Terminology - Being 













































Passive response Revision of placement 
tasks 
  Not an emerging 
theme in mentors’ 
data  
Time Students aren’t a 
priority 
 
Lack of progress 
for mentee 
Being brushed off 


























Not wanting to fail 
students 
 












Every experience a 
learning 
experience 
Students need to be 
empowered to engage 





ability to deliver 
honest feedback 
Mentors feel that 
this increase the 
amount of tiem 




















Pastoral support – 
managing expectations 
of what support is 
available from the 
mentor. Mentors being 
aware of need for 
emotional support 
  Not an emerging 




Caught in the middle Discomfort Managing the 
mentor 










Dealt with in school 










Not an emerging 
theme in mentees’ 
date 
















Lack of progress 
for one 
 Managing relationships, 
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